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ABSTRACT
BETWEEN SUBJECT OBJECT:
OBJECT RELATIONS AND INTERSUBJECTIVITY
IN THE MENTORING RELATIONSHIP
FEBRUARY 1996
GRETCHEN J. HENDRICKS, B.A., THE EVERGREEN STATE COLLEGE
M.A., CHAPMAN UNIVERSITY
M.S., UNIVERSITY OF MASSACHUSETTS AMHERST
Ph . D
. ,
UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Sheldon Cashdan
Grounded in a constructivist framework, this study
constitutes a naturalistic inquiry into the psychodynamic
nature of the mentoring relationship'. The goals were both
exploratory and descriptive; data was generated through
surveys and semi -structured interviews. While some
attention was given to the pragmatic, or manifest task of
the protege's career development, the focus was placed
on
the psychological, or latent task of mutual personal
development
.
The intersubjective and interpersonal aspects of
mentoring were approached from a psychoanalytic
perspective,
drawing extensively from object relations and drive
theory.
Erikson's midlife stage of generativity was
also considered
as pertaining to the mentor's fitness for
the role.
Vll
Viewed as a transitional relationship with a
developmental course of its own, three stages of mentoring
were identified: The stage of initiation was examined in
terms of pre-Oedipal concerns, the stage of cultivation in
terms of Oedipal concerns, and the stage of resolution in
terms of the process of working- through
.
Comparing the pre-Oedipal mother- inf ant dyad with the
mentoring dyad, themes of the good- enough mother, the
holding and facilitating environment, and transitional
phenomena emerged. Modes of internalization were considered
as bridging pre-Oedipal and Oedipal stages of development.
Oedipal dynamics and development were articulated through an
understanding of the mentoring relationship as hierarchical
and thus as occurring within a transference-
countertransference matrix. Given the parallels, an analogy
was drawn to the relationship between analyst and patient in
order to deepen the emphasis upon the tacit dimension of
mentoring and the complex relationship in which it occurs.
Further, the mentoring relationship was regarded as
involving both libidinal and aggressive aspects requiring
careful management
.
Finally, as mentoring is both transitional and
transference, it may be understood as a crucible
of adult
development which fosters a deeper integration
of the
various aspects of self. It is defined as
an essential
experience when intrapsychic deficit and
conflict impede
viii
creativity and work. The study's theoretical foundation
allows for an examination of how the external object world
becomes internalized, and how internal objects become the
structure of the self transformed into ideas, ideals, and
acts of science and culture.
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CHAPTER I
INTRODUCTION
A Personal Note
The historical roots of my interest in the mentoring
relationship began at the age of four with my courtship of
Mrs. Peterson. She was my elderly kindergarten teacher and
the object of my loving admiration, to whom I presented the
prototypic red apple. My mother, taking note of my
enthusiasm for school as imbued in the person of Mrs.
Peterson, allowed me to invite Mrs. Peterson to tea one
Sunday afternoon. At the appointed time, she arrived with a
bough of the pussy willow bush, which she gave me and I
treasured for many years until its demise. Each Spring,
with the blooming of the pussy willows, I remember her very
fondly
.
My entry into academe went very smoothly, due in part
to that magical spellbinding involvement I experienced
with
Mrs. Peterson. Love of learning, I firmly believe,
is
"hardwired" in the human brain. So too is the natural
pull
toward relatedness, and both are completely
adaptive. The
human beings' innate propensity for development
thus unfolds
within an environment which both requires a
degree of
capability and supports the move toward
mastery via the
1
abundant provision of resources for learning. There is
something truly wondrous about this.
Given my own lifelong and unhampered love of learning,
it is natural for me to place a special value upon those
individuals and environments which foster my development.
In the course of my academic pursuits, I have had some very
special and sometimes complicated relationships with
individuals who shared an appreciation of this fertile
matrix of development. These relationships have been varied
in their dynamics and histories. All have at one time or
another been a focus of my natural curiosity and casual
study in the immediate sense as the experience was being
lived. Three of those more contemporary relationships have
been of greater importance in making the topic of mentoring
so salient as to become the focus of my graduate research.
Further, my interest in the mentoring relationship grew
within the broader context of my deep and ever developing
appreciation for the applied theories of psychoanalysis and
constructivism. Both theories are rooted in contemporary
history, during which time the epistemological nature
of
scientific inquiry into social phenomena is evolving
in a
very exciting and useful direction, with an
emphasis upon
the subtle realm of the intersub j ective
.
While a variety of psychoanalytic theorists
have
delineated and elaborated concepts which might
fruitfully be
applied to a psychoanalytic study of the
mentoring
2
relationship, no one has applied them. This paper argues
the usefulness of applying psychoanalytic theory to the
mentoring relationship.
Mythohistorical Perspective
In his absence during the Trojan War, Odysseus
entrusted Athena, the Goddess of Wisdom, with the education
of his son Telemachus . Athena, in her male form as Mentor,
accompanied Telemachus to the isle of Calypso in pursuit of
news of his father, whom he believed to be dead. There, the
Goddess Calypso fell in love with Telemachus just as she had
his father, whom she previously kept with her for seven
years on the island of Ogygia. She offered to immortalize
Telemachus if he would stay with her and be her mate.
Though attracted by her beauty and the offer of immortality,
Telemachus was able to resist Calypso and her fair nymphs by
remaining under the protection of Athena in the form of
Mentor, who stayed with him throughout his journey.
Mentor's difficult job entailed helping Telemachus develop
the good judgement required to follow through with his plan.
It was Mentor's presence as the unified and symbolic
mother-
father which allowed Telemachus to continue on his
journey
in search of his actual father, who also was
on a journey of
personal development
.
3
This brief synopsis of a minor legend in Homer's
Odyssey (circa 850 B.C.) (R. Fitzgerald Translation, 1961)
offers several points of departure for a psychodynamic study
of "mentoring." The point that most interests me is that
the context for the mental and moral development of the son
is based upon two conditions: The absence of the father,
here represented by Odysseus, who has blessed his son's
development with the provision of Mentor, and the presence
of the mother, represented by Penelope. It is not Penelope,
however, who is entrusted with the education of her son, but
Odysseus' faithful friend Athena, the Goddess of Wisdom.
Why, in Homer's prototypic reference, is Mentor a woman who
acts in the form of a man? Why does the material body of
Mentor represent the father by virtue of masculine gender,
though with an essential grounding in the eternal feminine?
While the father has traditionally been the parent most
closely associated with external or worldly development, the
mother has traditionally been the parent most closely
associated with internal or psychological development.
Homer seems to be saying that neither the father nor the
mother alone is appropriate or adequate for the job of
mentoring and that, in fact, human development must embrace
both the worldly and the psychological. Implicit
in this
legend are the following questions: What is it
about the
process of mentoring that cannot be undertaken by
either
parent, but must be undertaken by someone who
symbolically
4
represents both parents? What does this say about the
essence of mentoring?
Focus and Purpose of the Study
Because the tradition in the university setting has
long been the naturally occurring mentoring relationship,
and this relationship is potentially quite beneficial, it
makes sense that a better understanding of natural mentoring
will contribute to the enhancement of both the process and
the outcome for protege and mentor alike.
While the structural and functional aspects of
mentoring relationships have been adequately addressed in
the existing literature on mentoring, it is interesting to
notice that this pragmatic level of analysis deals with what
is most easily articulated about the mentor, the protege,
and the purpose and process in which they engage. Less
adequately addressed in the literature are the dynamics, or
"psychodynamics" of mentoring. In some regard, these may be
considered inarticulable , and this is part of what makes
them interesting. For instance, by combining the
intersubjective with the interpersonal aspects of mentoring,
we arrive at a view of the relationship as one which
is
essentially co-constructed and multidimensional. It
is this
essential dynamic quality of the relationship which
does not
lend so readily to study and discussion, as
do the
5
structural and functional aspects of mentoring. Thus it is
the unspoken and perhaps unspeakable phenomena of mentoring
which I aim to address in this study.
I associate "essential" mentoring with "successful" or
"effective" mentoring in terms of engagement of the
psychodynamic aspects which facilitate progress toward the
developmental tasks of both people involved. I am hoping to
discover and articulate here, the essence of the effective,
naturally occurring mentoring relationship, a relationship
which may or may not develop in the context of graduate
education
.
In this study I have focused on the graduate years
because this period provides an obvious subject pool and a
clear demarcation between the stage of late adolescence and
early adulthood, the transition most typically associated
with mentoring. At this juncture in the development of the
self, the dialectical tension arising from an inherently
hierarchical initial relationship with a mentor
significantly contributes to such a transformation when the
relationship is successful. The result is the initiation of
the student into the peerage. While effective mentoring
enhances this initiation, some do not believe it is a
necessary component of initiation. In the academic
institution, the oral defense of the doctoral dissertation
might be regarded as symbolizing the rite of passage
into
the peerage, at which time the person is in
position to
6
begin negotiating stage seven (Generativity versus
Stagnation) of Erikson's (1968; 1980) epigenetic stage
theory
.
In the following analysis of natural mentoring, I
inquire into the structure, function, and development of the
mentoring relationship from its genesis to its resolution.
By focusing upon the interpenetration of the intersubjective
and interpersonal aspects of mentoring, I emphasize the
dynamic and co- constructed nature of this dyadic
relationship over time, and the more subtle aspects of that
creative process as it parallels early development.
Nature of the Study
The current study constitutes a naturalistic inquiry
into the psychodynamic nature of the mentoring relationship.
This method of inquiry offers a means of exploring and
articulating human interaction and relationship, an outcome
which is not so readily accomplished via a positivistic
approach. (For an exemplary discussion of naturalistic
inquiry see Lincoln & Guba, 1985.) Because social phenomena
exist outside the parameters of positivist assumptions,
it
is necessary, in my opinion, to approach a study
such as
this one with a view toward the notion of
"objectivity
elaborated by those pioneers of qualitative research
in
sociology, cultural anthropology, and political
science.
7
It is within the social sciences that qualitative
research has evolved and gained substantial credence as a
counterpoint to the positivist tradition (Lincoln & Guba,
1985; Kirk & Miller, 1986) characteristic of the natural
sciences. There, the notion of "objectivity" posits an
external world that can be perceived in the form of "raw
data," unmediated by the subject. Additionally, it suggests
that the external world itself determines absolutely the one
and only correct view that can be taken of it, independent
of the subjectivity of the viewer.
Within the paradigm of positivistic science, the
heuristic assumption is that everything in the universe can,
in principle, be explained in terms of causality. From a
psychoanalytic perspective, all human events may be regarded
as overdetermined, thereby serving the principle of multiple
function. As such they convey multiple meanings, and lend
themselves to multiple interpretations. This pertains to
both the intrapsychic and the interpersonal.
The philosophical position of constructivism states
that we cannot know an objective reality apart from our
constructions of it, that knowledge is a result of the
observer's interactions with the environment. With a
focus
on language, ideas, and the evolving nature of
meaning as it
is co-constructed, this position introduces
an elemen.
complexity and circularity consistent with
qualitative or
"naturalistic" methods of inquiry.
8
Accordingly, the following study takes as its data
personal narratives collected through a process of
interviewing which was tailored to fit the individual
participants in such a way as to maximize interpersonal
rapport and participant disclosure. Given that the goal was
an in-depth understanding, the focus on researcher-
participant rapport was critical. According to Gutmann
(1969)
,
rapport is the "true standard condition" for
research that aims at knowing people, and thus the quality
of rapport has direct bearing on the validity of findings.
The interview format provided a consistency of observations
with respect to the particular features of interest in this
study
.
Data Collection
The data of this study derives from an initial survey
of graduate faculty and students, a personal survey, and
semi -structured participant interviews.
A 25% random sample of the population of graduate
faculty and students (totaling 668) at the University of
Massachusetts at Amherst received the initial survey. It
was brief and dealt primarily with demographics, with the
aim of engaging the interested recipient in a more extended
dialogue on mentoring.
9
From the pool of 125 respondents to the initial survey,
18 faculty and 17 students elected to respond to the
personal survey. This was a more substantive inquiry into
the issues of definition, construction, maintenance, and
resolution of the mentoring relationship. Its aim was to
reveal personal patterns in the object relations of
participants in an effort to better understand the tacit
dimension or psychodynamics of the mentoring relationship.
Of the 35 who responded to the personal survey, 6
graduate faculty and 13 graduate students elected to be
interviewed regarding their experiences with mentoring, as
they subjectively defined it. The semi-structured interview
proceeded from each participant's survey responses. It
aimed at articulating the respondents' perspectives on
mentoring in addition to elucidating various themes and
content areas embedded within the mentoring relationship.
Aspects of definition, construction, maintenance, and
resolution were addressed. This provided an opportunity to
consider in greater detail issues of attraction and
affinity, boundaries and boundary maintenance, competition
and collaboration, and conflict and its resolution.
Issues pertaining to family of origin including values
personalities, relationships, and legacies were addressed.
The construction of family genograms was helpful m
acquiring an understanding the family matrix as a
backdrop
to contemporary internal and external object relationships.
10
To the extent that contemporary protege or mentor
figures were perhaps given representation within the psychic
life of the individual participant, some inquiry into the
fantasy and dream life of the participants was made. This
offered a means of further exploring the associative
connection between past and present.
I took a collaborative approach to the collection of
data throughout the interview process, recognizing that
people have deep knowledge of their own experience and can
comment on it self -ref lectively (Piotrkowski
,
1978) . All
interviews were audiotaped and transcribed. Confidentiality
with regard to all responses was guaranteed and maintained
at all times. During each interview I took minimal notes to
highlight emerging themes and evolving questions. For a
detailed description of the selection of participants, and
measures employed, the reader is referred to Hendricks
(1992) .
Approach to the Data
Throughout the interviews I attempted to check my
understanding of the participant's responses as each
described his or her experiences of the mentoring
relationship on the grounds that some of the material
reported was delicate and at times ambiguous. Clearly,
given a descriptive and interpretive emphasis,
the
11
coincidence of participant intentionality and researcher
interpretation is paramount in the construction of meaning
in that the truth of a proposition depends upon shared
values (Heron, 1981; Lincoln & Guba, 1985) . This
coincidence is perhaps not enough, however, given the nature
of unconscious processes.
When viewed through a psychodynamic lens, the subtle
articulation of the complex relationship of mentoring is
rendered more understandable. Thus, a dual approach to the
interpretation of the data involves both a collaboration
with the participants in the construction of meaning
( Piotrkowski
,
1978) during the course of the interview, as
well as the application of psychoanalytic theory to
narrative content and interpersonal process. As such, I
have exercised a degree of interpretive liberty in
commenting upon the participants' narrative.
Since the interpretations here must be judged on the
basis of the data, and the presentation of data is
selective, I have made as much of the original data
available to the reader as is possible without being
unnecessarily burdensome. The reader will thus be able to
arrive at his or her own conclusions about the data, though
of course I will offer my own point of view throughout.
12
CHAPTER II
MENTORING IN ACADEME: THE MANIFEST RELATIONSHIP
In order to address the manifest aspect of the
mentoring relationship, the following definitions and
descriptions from the literature on mentoring are offered
along with the empirical correlate derived from this study.
(Given the use of transcript material, the reader is
referred to Table 1, which lists the interview participants'
pseudonyms and demographics.) In discussing the dyadic
nature of the mentoring relationship, I will highlight a
recent and important contribution to the literature which
helps articulate the foundation of this study.
Definitions and Descriptions
The concept of mentoring was first illuminated in
Homer's Odyssey. It was not until the 1970's, however, that
it became a focus of attention in the literature of
education, business, and the psychology of adult
development. While the literature describes the structural
and functional aspects of mentoring relationships including
common roles and profiles of both mentors and proteges, it
does not offer any definition of mentoring which addresses
its essential nature. Further, as the mentoring
relationship is dyadic, discussing the roles and functions
13
of the mentor as separate from the roles and functions of
the protege becomes awkward because they are in dialectical
relationship to one another. As such, neither "mentor" nor
"protege" can be adequately defined or illuminated outside
of the purposive context of the relationship. Nonetheless,
by combining a review of the literature with transcript
material, I will attempt to tease out the roles and
functions of the mentor and protege in the mentoring
process
.
Mentor
Webster defines "mentor" simply as a trusted counselor
or guide. This definition includes both a necessary
characteristic of the mentor, namely trustworthiness, and an
indication of the mentor's function, namely, counseling and
guidance. To date, there is little agreement on the
definition of mentoring, though many writers have
embellished this simplistic definition by addressing the
areas of mentor characteristics, roles, and functions.
The research of Levinson and his colleagues is very
influential in the many views of what mentoring is and how
it works. Though there is some controversy about its
applicability to female development, Levinson et al . (1978)
discuss in detail the role of mentoring in the transition
from one developmental stage to the next. While their
ten-
year study focuses upon questions of male development,
it is
14
possible and useful to read the following description of a
"good mentor" as being equally applicable to both genders.
A good mentor is an admixture of good father and good
friend. (A bad mentor, of which there are many,
combines the worst features of father and friend.) A
'good enough' mentor is a transitional figure who
invites and welcomes a young man into the adult world.
He serves as a guide, teacher and sponsor. He
represents skill, knowledge, virtue, accomplishment-
-
the superior qualities a young man hopes some day to
acquire. He gives his blessing to the novice and his
Dream. And yet, with all this superiority, he conveys
the promise that in time they will be peers. The
protege has the hope that soon he will be able to join
or even surpass his mentor in the work they both value.
A mentor can be of great practical help to a young man
as he seeks to find his way and gain new skills. But a
good mentor is helpful in a more basic, developmental
sense. This relationship enables the recipient to
identify with a person who exemplifies many of the
qualities he seeks. It enables him to form an internal
figure who offers love, admiration and encouragement in
his struggles. He acquires a sense of belonging to the
generation of promising young men. He reaps the varied
benefits to be gained from a serious, mutual, non-
sexual loving relationship with a somewhat older man or
woman. (Levinson, et al
. ,
1978, p. 332-333)
Drawing from Winnicott's (1960) concept of the "good
mother" and "good enough mother, " Levinson depicts the
mentor as embodying both the symbolic mother and father, in
essence, transcending gender.
Elaborating on the topic of mentor characteristics,
Cronan-Hillix, et al . (1986), emphasize personality factors
over the intellectual competence and professional activity
of the mentor, while Rogers (1986) emphasizes honesty,
competence, and directness, as well as a willingness to
share knowledge, allow growth, and give both positive
and
critical feedback.
15
Among the authors who emphasize role and function, many
include the roles of teacher, sponsor, advisor, coach, role
model and provider of support, challenge, exposure, and
protection (Bowen, 1985; Cronan-Hillix, 1986; Kram, 1980,
1983 ; Krupp, 1987; Martin, 1987 ; Paludi, et al . 1988).
While viewing role modeling as one minor aspect of
mentoring, Rogers (1986) makes an interesting point in
differentiating between role model and mentor. She relates
the former to a passive position in the professional
socialization of the student. This is because a direct
exchange between the student and the role model is
unnecessary for the process of observation, identification,
comparison, and imitation to take plac.e . She adds that the
role model's awareness of the function of modeling for the
student is not necessary for the student to engage in the
process. In contrast, she regards the mentoring
relationship as being self-conscious in that the mentor has
a nurturing influence on the student, taking a personal
interest in leading, guiding, and advising the student. In
contrast with the role model, the mentor is active rather
than passive.
To the "career functions" mentioned above, Kram ( 1980 )
adds "psychosocial functions" which involve a more intimate
and intense relationship. Within this category of function
the mentor becomes a friend, counselor, and source of
acceptance and confirmation, promoting the protege's sense
16
of competence, identity, and effectiveness. It is perhaps
because of the importance of one who fulfills this
psychosocial function that Kram regards such a person as
capable of being a role model for another person. She adds
that mentor-protege relationships offer both career and
psychosocial functions for mentors as well as proteges,
regarding the psychosocial functions as dependent on the
degree of trust, mutuality, and intimacy that characterize
the relationship. In addressing mutuality, Bowen (1985, p.
31) emphasizes a time dimension over which a substantial
mutual commitment is demonstrated and Krupp (1987)
emphasizes the notion that mentors must allow themselves to
be known as people as well as functioning in the various
roles mentioned above.
Some authors quite specifically address the issue of
benefits to the mentor. Kram (1983, p. 609) states that
mentors "may feel challenged, stimulated, and creative in
providing mentoring functions as they become 'senior adults'
with wisdom to share." Thorpe (1987) links the opportunity
of the teacher to contribute to the development of the
student with the altruistic interest in fostering a better
society. In Adlerian terms, by fostering the development of
the student and thus the society, the teacher also fosters
his or her own personal development by meeting the life task
of work, thus demonstrating "social interest." In exploring
the role of mentor, Barnett (1984) links mentoring
to the
17
seventh stage of Erikson's (1963, 1980) epigenetic stage
theory of development. It is this stage, characteristic of
mid-life, which is concerned with establishing and guiding
the next generation via an emphasis upon creativity and
productivity
.
Barnett ( 1984 ) postulates that there are three major
events in the development and growth of the relationship
between mentor and protege. The first event is the mentor's
letting go of all he or she has become in order to
rediscover life anew in the protege. The second event is
the protege's realization of personal dreams, and the third
event is allowing the protege to set, redefine, and extend
his or her own boundaries in negotiating the transition
associated with the period of mentoring. She asserts that
if mentoring is successful and the protege becomes
independently productive, a new link between the past and
the future is established. Through this link, the protege
carries, for a time, the baton of science and culture.
Thus, the stage of adult development associated with
generativity encompasses both the biological and the
cultural, as they are intricately intertwined.
Though speaking of the infant, Erikson (1963)
highlights a developmental complementarity of roles between
parent and child; this complementarity is fruitfully applied
to the mentoring relationship by Yamamoto:
Certainly, in terms of the life-cycle, one capable of
mentoring is functioning within the parameters of
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Erikson's seventh stage, a stage of development
primarily concerned with issues of generativity versus
self-absorption and stagnation. Regarding the protege,
it would not be inappropriate to say that in the
mentoring relationship, he or she is functioning to
consolidate the developmental gains made in stages one
through six in order to transition into the stage of
generativity, that stage most closely associated with
the working years of adult life and typified by
creativity and productivity. It should be remembered
that the powerful effects of recognition,
acknowledgement, and regard hinge on one's actively
seeing and being seen. (p. 184)
In other words, a person remains in need of recognition
and appreciation by a significant other (or others) so
as to affirm oneself as a human being. Everyone yearns
to be known, understood and respected, not merely for
who one has been and who one is, but also, and probably
more critically, for the emergent self--who one can be,
who one is going to be. (p. 184)
First, (mentors) need to be able to see a person yet to
be born in a would-be protege. Further, mentors must
anticipate and guide the protege to see what is yet to
be seen. And, finally, mentors ought to see the world
they themselves can only dream o£ through their faith
and trust in the guided. (p. 184)
Mentoring involves an experience of transcendence for
the mentor and one of transformation for the
protege .. .The mentor must make the familiar unfamiliar,
thus inducing in the protege a reexamination of the
known world, a broadening of the perspective, and a
bearing of the attendant sense of ambiguity and
uncertainty. (1986, p. 187)
Implicit in this dialectic of seeing and being seen,
transcendence and transformation, is the developmental
process which comes about through the experience of the
interpersonal. Yamamoto states "The ultimate significance
of mentorship may rest in the assistance it renders in this
critical passage" (1986, p. 188). In preserving a certain
ambiguity regarding the "critical passage," and who it is
that makes it, the complementarity of developmental
process
19
for the mentor and. protege is acknowledged. This reciprocal
process fosters the movement of both along the continuum of
the life-cycle.
Not surprisingly, there was considerable concurrence in
the current study between faculty and students with regard
to how they defined and operationalized the term "Mentor, "
and yet each participant added a slightly different twist.
The most common features within the definitions involved the
mentor as an admired guide and role model who shows interest
in the student's person and work, reflects the student's
capabilities back to him or her, provides opportunities for
enrichment, and allows the student to feel like a peer. One
faculty member emphasized the need for the mentor to be the
same gender as the student in order to provide adequate role
modeling, and one student emphasized the mentor's job of
passing on an orientation to the field. The following
quotes illustrate the range of responses:
Students :
Eduardo: Someone you look up to and want to model your
work after; someone you want to have an intellectual
and personal engagement with, whose thinking and point
of view frames your own. I feel that a mentor is
someone who kind of takes you under wing in a sense;
looks out for you in the political process of finishing
an academic program, warns you of pitfalls, provides
you with nurturance . . .whatever form it takes. It s
someone whose name you're associated with who takes an
interest in what motivates you... has a sense of who you
are; someone with whom you share interest and
enthusiasm.
Allison: Someone who you look up to both academically
and personally; someone to whom you can take your
questions and concerns. It's someone who looks out for
20
you and thinks about what's in your best interest;
someone who knows what's going on with you and cares
about it
.
Douglas: I think the best mentors are those who can
allow you to feel that it's a peer relationship even
though they're the one who's running things ... It '
s
almost like a professional friend but the mentor
contributes a nurturing element. In my experience it's
never felt like power was an issue.
Isabell : Someone who has faith in you, that you can
accomplish the task. It's someone who has the honesty
and ability to say 'Look, this is where I think you
are. This is what I think you need to do. These are
your strengths and these are your weaknesses.' A
mentor needs to be someone who is willing to be frank
with you, to establish mutual communication and
respect
.
Kenneth: Someone who can pass on an orientation to the
field, a way of looking at things, through the medium
of a relationship. A mentor needs to be someone you
respect who is both challenging and inspiring, which
gives you the will to continue what you're doing.
Also, it's important that the mentor be able to
evaluate your work honestly so that you can trust the
feedback. My mentor is someone I would not want to
disappoint by giving up on the work. I really want to
show him that he's inspired me and given me the desire
to continue something challenging.
Faculty :
Stanley: Someone who is an academic parent who guides
the student; an advisor.
Terence: Someone who is an advisor, but not just an
academic advisor ... someone who has something to offer,
and does that
.
Frances: I differentiate advising from mentoring
.
While I did have a very good academic advisor whom I
respected, I think of a mentor as someone I'd really
want to emulate. To me it's very difficult to have
that thought if it's not a person of the same sex. I
see a link between gender identification and the
capacity for role modeling.
Charles: Someone who takes an interest in how the
graduate student develops; who provides the overall
direction to help the student plan a program of
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research. As I see it, my job is to give people a
start on life, hopefully a good start, and then an
entry into a good career so that they can be productive
and enthusiastic and feel that they've accomplished
something useful
.
Natalie: Someone who gets the flowers growing, and
then facilitates their growth. To me, mentoring is a
relationship involving intellectual and disciplinary
commitment. I can do the facilitating, but I'm not so
good at the nurturing aspect of it . I think it really
comes down to someone who facilitates access to
opportunities. That's certainly how I see my role here
with my students, and it's what I've benefitted most
from in my relationships with senior professionals.
Protege
While the term "mentee" has come into popular usage in
the recent literature on mentoring, I believe there is an
important justification for maintaining the use of "protege"
to refer to the person who is mentored. Again turning to
Webster, the term "protege" is defined as: A (man) under
the care and protection of an influential person, usually
for the furthering of (his) career. (The female form of the
word is "protegee," though I will use the form "protege"
throughout to refer equally to both sexes .
)
Whereas "mentee" does indicate a semantic role
complementarity and in a sense implies a hierarchical
relationship, it does not adequately connote the
differential in power between mentor and protege, and this
important dimension requires reckoning. Additionally, in
leaving out the dimension of power, it ignores the
related
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issues of attraction and aggression, which at some level
Play an important role in the mentoring relationship.
Assuming the relevance of a power dimension, care and
protection are necessarily a part of any mentoring
relationship due to the very complex nature of that
relationship which hinges on trustworthiness and trust.
Thus, it is useful to favor the word "protege" in that it
best encompasses the complexities involved. The topic of
power and protection will be further explored under the
later heading of "Gender, power, and Sexuality." First,
however, I will, proceed with a review of the literature
addressing the term "protege," which, as opposed to defining
characteristics and roles of the protege, focuses on the
task of the protege.
Edlind and Haensly (1985) view the benefits to the
protege as inherently tied to the task of development. As
benefits they include such things as the advancement of
career and interest, the increase in knowledge and skill,
and the development of talent. Additionally, the
enhancement of self-esteem and self-confidence, the
development of a personal ethic or set of standards, the
establishment of a potentially long-term friendship, and the
enhancement of creativity are also regarded among the
benefits of mentoring.
Miller (1987) discusses the developmental task of the
protege as materially and symbolically leaving the birth
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family. He views this task as one which can be easily
thwarted by the many possible temptations inherent in
living, such as the impetus to remain under the care and
protection of the parents in efforts to avoid the trials and
tribulations of personal growth. Miller suggests that a
mentor helps one succeed at this task.
While typically thought to occur at a much earlier time
in life, separation-individuation (Mahler, et al
. ,
1975)
might be regarded in this context as paradigmatic to the
adolescent's emancipation from the birth family (Bios, 1967,
1976, 1979) . Whereas separation- individuation depends upon
the active discovery of the paternal caregiver, mature
adulthood depends upon the discovery of a mentor (Miller,
1987) . In addressing the issue of adult development,
Colarusso and Nemiroff (1981) discuss separation-
individuation as a life-long process involving an inherent
threat of loss in every stage of independence. A corollary
is that Oedipal phenomena are also manifest in various
phases of life. Along this line, Steinheim (1973) speaks of
the adult need to redefine oneself and one's relationships
to significant people at such critical, affect-laden
junctures as marriage, parenthood, grandparenthood, the
climacteric, retirement, and senescence.
In the case of the infant who is struggling to form a
sense of self separate from the mother, the paternal
caregiver facilitates that transition by impacting the
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infant's early symbiotic relationship with the mother.
Likewise, the mentor functions to facilitate the
individual's transition to mature adulthood via the
successful struggle with "temptation, " from which wisdom is
born. Here it is not a leap to say that the capacity for
generativity (Erikson, 1963, 1980) is exercised through the
development of wisdom derived via the dialectic interplay of
good judgement and poor judgement on the part of the
protege. Nonetheless, Erikson addresses wisdom not as
inherently related to the seventh, but to the eighth and
final stage of development: Integrity versus despair.
Returning to Homer's story (R. Fitzgerald Translation,
1961)
,
both Osysseus and Telemachus struggle with the
temptations of Calypso. The theme of temptation is also
demonstrated by Odysseus' effective resistance to the
alluring song of the sirens of Titan, who beckon him toward
destruction with their hauntingly sweet music. In order to
successfully resist, he orders his crew to tie him to the
mast and plug his ears with bee's wax, with the latter
measure taken only after he has heard their song for a few
sweet moments. In this depiction, Odysseus represents the
person who has made the successful transition into Erikson s
seventh stage of development. Having internalized his own
mentor, he demonstrates the capacity for good judgement and
wise action in the face of "temptation."
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Thus proving his deep capacity for commitment over the
course of his long journey, Odysseus returns to his son and
his faithful wife, Penelope. When they reunite, father and
son have something to exchange as two adult men who have
individually proved themselves outside the parameters of the
Oedipal triangle; in this way they avoid the otherwise
inevitable rivalry for the primary love of Penelope, mother
and wife. (As an interesting aside, it seems that this
displacement of libidinal striving and rivalry to other
temptresses has the additional benefit of enabling Penelope
to develop as her own person, not simply via direct
relatedness with her husband or son.)
By virtue of the expectancy of the mentor, Yamamoto
(1988) suggests the protege's task is to learn "how to see."
This may be understood in two non-opposing ways: The first
involves looking outward and seeing the object, the
environment, and thus the context of relatedness; the second
involves looking inward and seeing oneself and one's
capacity for relatedness. The two sides of the coin of
"seeing" thus comprise the capacity for self -ref lection and
the foundation for empathy. It is for this reason that
seeing is equated with knowing. Truly, any dichotomization
of these two modes of seeing is a false dichotomization,
ab
they are inseparable. Calling once again on Winnicott's
concept of "good enough mothering" (1960), we are
brought
back to the implicit developmental legacy:
Mentoring well
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requires having been mentored well, just as seeing oneself
and thus having the ability to see others requires having
first been seen by the other.
When participants in the study were asked to define and
operationalize the term "protege," it was surprising to find
that many students and faculty viewed the term "protege"
with a negative connotation. They initially associated the
term with the characteristic of narcissism on the part of
the mentor. This characteristic was associated with the
mentor's presumed need to "clone" him or herself in the
protege. Further, it assumes that the mentor possesses the
protege and uses the protege for his or her own aims without
regard for the protege's needs or interests, as depicted
below
:
Students :
William: Well, I've always thought of it as meaning
'Heir apparent'; sort of the product of the mentor, but
I don't aspire to that. I don't think in those terms.
Ophelia: Well, 'protege' is sort of a loaded term to
my way of thinking. It sort of indicates that maybe
somebody wouldn't have gotten to the point they're at
had it not been for this mentor or something.
Eduardo: Someone whom the mentor shows a significant
interest in and cares for, like a mother hen cares for
her chicks in a sense.
Phillip: I'm not sure what 'protege' means. Is it a
disciple, or an apprentice?
Kenneth: I've only thought about the term in the
cloning sense I guess. Those kinds of professors seem
to be interested in the student only for what they can
get out of them for their own use. I associate
'protege' with exploitation.
27
Faculty :
Charles: Well, in the cloning sense I suppose the
protege is a person who enters virtually the same
career that you're involved in.
. .a person that you
bring along with considerable help and assistance who
virtually patterns his or her life after yours. But
what would be the purpose of developing a clone?... To
advance your own career? I don't think you'd be doing
anyone a favor with that type of mentoring. I don't
wish to have any student pattern his or her life after
mine but I do wish to provide them with direction and
interest
.
Natalie: From my experience with one professor who
wanted me as a protege, the protege seemed to be
someone who was owned by someone else, with no sense of
choice. He was very manipulative. We disagreed about
almost everything, and when I finally told him that I
couldn't go with him to France because I was getting
married, he was openly insulted.
The tendency to regard the term "protege" in such
negative light ironically left those participants with only
the construct of "mentor, " which outside of the context of
protege was regarded quite favorably as a benevolent guide.
However, since "mentor" cannot really be defined outside of
the context of "protege," the question then becomes "a guide
for whom"? Once invited to entertain the idea that the very
word "protege, " which is derived from the French word
"protected, " implicitly connotes the natural counterpart of
the mentor, the participants unilaterally reformulated their
two definitions so that they were congruent. The
reformulation is demonstrated in the following material:
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Students
:
Allison: A protege is someone who the mentor looks out
for
.
Phillip: I guess I'd define it as someone following in
the footsteps of the other.
. .following the mentor's
example ... his general scientific approach rather than
doing exactly what he does
.
Lorelie: Someone with a talent who doesn't yet know
how to focus it.
. .raw material; someone new to the path
who doesn't know how to get there.
Kenneth: If you don't think of mentoring as cloning,
the protege would be someone who can take the
professor's ideas and use them as stepping stones for
the next stage of the development of specific
knowledge. In the cloning model, it's the support of
the professor's work that's at issue. In the non-
cloning model, it's the support of the protege's work
that's at issue.
Faculty :
Terence: Someone who wants not only good advice but
comfort and reassurance that you're going to be there
next year. The key is that what's offered by the
mentor is accepted by the protege.
Frances: Someone who facilitates the increasing
autonomy of the student during the breaking away
phase... when the student is leaving the family,
becoming an adult, and joining the ranks.
Subtly, this reformulation of the term "protege"
provided the empirical foundation for the distinction to be
made between effective and ineffective mentoring, which will
eventually lead us to a discussion of the metaphors and
stages of the mentoring relationship.
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Formal Versus Natural Mentoring
There is quite a distinction in the literature between
"formal" and "natural" mentoring, with the emphasis placed
upon the former, which has been in strategic use in
institutions of business and learning since the late 1970' s.
Formal Mentoring
Formal mentoring is planned and strategically
implemented for specific outcomes. In an academic setting,
formal mentoring has found its relevance as a means of
ameliorating psychosocial and cognitive difficulties in the
learning process of school aged children. In higher
education, many university departments have instituted a
"mentoring model" to ensure the progress of the students'
work and as a means of contributing to the revitalization of
career faculty These outcomes result in benefit to the
institution
.
Most of the literature on formal mentoring derives
from the business sector where it has found wider
application. Kram (1985) found that while some
"developmental relationships" do become helpful and
enduring, for the most part formal mentoring pairs in the
business world develop only superficial alliances. As a
proponent of formal mentoring, Murray (1991) challenges the
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notion that mentoring can only happen through lucky
accidents of chemistry.
In a business context, formal mentoring is most often
seen as critical for the socialization of new employees;
thus the role of mentor is viewed in the context of employee
development, primarily for the benefit of the organization,
and only secondarily for the benefit of the individual.
This arises in part from the increased emphasis upon the
management of human resources and the fact that managers
value mentoring as a means of developing and retaining
talented employees.
In terms of conditions which may impede the
implementation of a formal mentoring program Kram states:
Potential mentors may be opposed to the concept because
they never received mentoring, or they are experiencing
career blocks that extinguish the desire to support
junior colleagues. Potential proteges may be skeptical
if they do not trust senior managers' motives, if they
do not respect the competence and advice of senior
colleagues, or if they do not have the attitudes and
interpersonal skills to initiate relationships with
potential mentors ... Midcareer individuals need to
assess whether helping others enhances or threatens
self-esteem. (1985, p. 42)
Throughout her discussion, Kram maintains that a
program of formal mentoring should be linked to a diagnosis
of organizational dysfunction and clearly defined
organizational objectives for change. She concludes that
businesses in need of revitalization would be better off
establishing a variety of programs for change that support
rather than force the mentoring process.
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In institutions of business and learning it is believed
by some that successful mentoring relationships are born and
not made, and that because formal mentoring is contrived, it
is potentially limited in terms of its benefits. Taking a
very negative view toward formal mentoring, Yamamoto (1988)
suggests that in many arenas mentoring has become:
...little more than remedial tutorials for academic
deficiency, provisions for therapeutic catharsis,
assistance in social networking, coaching for
professional skill, or apprenticeship for career
advancement. In such a context, we must acknowledge
that yet another human phenomenon of profundity is
being threatened by a misguided attempt at
popularization and standardization. (p. 188)
Maintaining a greater degree of receptivity to the
potential benefits of formal mentoring, Healy and Welchert
(1990) address Yamamoto's concern, arguing that:
...thinking that pits 'true' mentoring against
' imitation' mentoring begets an unproductive state of
affairs. For one thing, the conclusion that deliberate
attempts to foster mentoring are doomed to yield
limited results is premature given that formalized
mentoring programs are a relatively recent phenomenon
and there has been little time to hone and evaluate
them. For another, the essence of mentoring has not
been sufficiently explicated to distinguish
institutional mentoring from other staff development
programs. Thus, the suggestion that intentional
mentoring debases a human phenomenon of profundity is a
hypothesis to be tested, not a truism to be affirmed.
(p
.
18 )
Clearly, there is a lively debate regarding the
benefits of formal mentoring and not enough convincing
evidence to settle the issue. Many of the points made in
research on formal mentoring in the business community
can
be generalized to academe to the extent that the academy
may
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be regarded as a business for the furthering of teaching,
learning, and research. Nonetheless, my bias in the absence
of such evidence favors natural mentoring in the context of
9^^du3.t.e education for the simple reason that it is an
organic process which derives from developmental needs and
proclivities, and thus its process and outcome may be
regarded as more essential than those of formal mentoring.
Natural Mentoring
There are many authors who regard mentoring strictly as
a naturally occurring relationship. Levinson et al
.
(1978),
provide the primary example by comparing poor parenting in
early childhood with poor mentoring in 'early adulthood,
suggesting that a young person's entry into adulthood might
be hindered by the absence of a positive mentoring
relationship. Using the familial analogue, he likens the
true mentor to the "good enough" parent, with the following
qualification
:
The mentor is not a parent or crypto-parent. His
primary function is to be a transitional figure... The
mentor represents a mixture of parent and peer; he must
be both and not purely either one... He is experienced
as a responsible, admirable older sibling. (p. 99)
Regarding the issue of age, he cites the half
generation (8-15 year) age difference as most typical of
naturally occurring mentoring relationships:
When the mentor is a full generation older - say twenty
years or more— there is a greater risk that the
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relationship will be symbolized by both in parent-child
terms. This tends to activate powerful feelings, such
as excessive maternalism or paternalism in the elder,
and dependency or Oedipal conflicts in the younger,
that interfere with the mentoring function. When the
age difference is less than 6 to 8 years, the two are
likely to experience each other as peers. They may be
intimate friends or collaborative co-workers, but the
mentorship aspects tend to be minimal. (p. 99)
Maintaining that "the mentor relationship is one of the
most developmentally important relationships a person can
have in early adulthood" (p. 97), he states:
The mentor may act as teacher to enhance the young
man's skills and intellectual development. Serving as
a sponsor, he may use his influence to promote the
young man's entry and advancement. He may be a host
and guide, welcoming the initiate into a new
occupational and social world and acquainting him with
its values, customs, resources, and cast of characters.
Through his own virtues, achievement, and way of life,
the mentor may be an exemplar that the protege can
admire and seek to emulate. He m$y provide counsel and
moral support in times of stress. (Levinson, et al . ,
1978, p. 98)
Viewing the life-cycle as composed of alternating
periods of stability and transition, the "transitional
figure" of the mentor may serve to facilitate those periods
of transition from one stage of life to another;
nevertheless, people typically cease to have or need a
mentor following what Levinson et al . refer to as the
settling down period which occurs during the late 30'
s
to
early 40's (1978, p. 148-149).
Hanson (1983)
,
another person who compares natural
mentoring to parenting, indicates that mentors demonstrate
more association, show more complementarity with regard
to
34
the protege, and provide more constructive input into the
protege's positive self-concept than does either parent.
Viewing the natural mentoring relationship as
synthesizing characteristics of both the parent-child
relationship and the peer friendship, Weber (1980, p. 20)
suggests that the mentor accepts the protege as an equal and
a friend, yet acknowledges that the differences in age and
experience mean that they are truly not peers.
Weber highlights but does not articulate an important
distinction between the experience of the mentor and the
experience of the protege. It is this: On the basis of
shared respect for the age and experience differential, and
assessment of mutual value as human beings, the mentor
regards the protege, in some sense, as, of the same mettle.
This appraisal is based upon a retrospective/historical
identification with the protege. While the protege is
allowed the feeling of equality afforded by the mentor's
superiority of training and knowledge which obviates the
need for competition or rivalry, the protege must
necessarily regard him or herself as unequal to the mentor
while moving in the direction of equality, on the basis of
an identification based upon the future hypothetical. In
other words, it is the mentor's capacity to "look back"
self -reflectively, and the protege's capacity to "look
forward" self -reflectively , in the context of the implied
knowledge of the self as continuous, which fosters the
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productive coupling of mentor and protege. What the mentor
knows by virtue of greater age and experience, the protege
is only coming to know... or to "see." Thus, the "sense" of
equality serves the relative actualization of equality as
the protege develops "good judgement and the capacity for
wise action" in the transition from one stage of development
to the next
.
Regarding mentoring relationships as "natural,
elementary, innate human relationships- -as natural and
necessary as parenthood, marriage and friendship, " Bowen
(1985, p. 33) suggests that the natural phenomenon of
mentoring occurs by much the same principle as other
"natural, elementary, innate human relationships," both
et iologically and developmentally . Additionally, he
believes that some people are not cut out for the role of
mentor or protege on the basis of personality variables.
Even when personality variables do not prevent role-
responsiveness (Sandler, 1976) on the part of the mentor or
protege, it is still the case that most faculty/student
relationships never become true mentoring relationships.
The reasons for this are many, including but not limited to
an absence of maturity or readiness, developmental fit,
mutual attraction, and potentiality for mutual
identification
.
In summary, what most distinguishes natural mentoring
from formal mentoring is the degree of intensity and the
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heightened sense of meaning which characterizes natural
mentoring. This suggests that the degree of internalization
of the mentor by the protege is far greater in the case of
natural mentoring, which is only one indication that it
might be viewed as more rich and complex than the
relationship afforded by formal mentoring. This is not to
that a formal mentoring relationship can never become
natural, only that it seems less likely. it is a little
like comparing arranged marriages with those built upon a
foundation of romantic love and free choice. Nonetheless,
under fortuitous circumstances, true love might develop in
the context of an arranged marriage
.
Reintegrating Roles and Functions :
A Contextual -Developmental Theory of Mentoring
In concluding this review of the literature on
mentoring, per se, I will now turn to Healy and Welchert
(1990)
,
whose ideas on the topic of mentoring stand out from
the rest. Healy and Welchert advance a definition of
mentoring which articulates the essence of mentoring so as
to distinguish it from other superior/subordinate
interactions,- in doing so, they attempt to bridge the gap
between formalized and classical mentoring, which I have
previously referred to as "formal" and "natural" mentoring.
Their definition incorporates the developmental -contextual
notion of Vondracek, Lerner, & Schulenberg (1986) that
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stages are qualitatively distinct levels of organization and
that the organism' s development is both influenced and
changed by its context. Expanding Levinson's (1978)
influential developmental definition, they define mentoring
as a dynamic, reciprocal relationship in a work environment
between an advanced career incumbent (mentor) and a beginner
(protege)
; one that is aimed at promoting the career
development of both based on the assumption that:
...an organism's transformation depends as much upon
the dynamic potentials of its context as upon its own
changing capacities. This formulation conceptualizes
development as a nexus of dynamic, bidirectional,
organism- context interactions with probabilistic
outcomes. (p. 17)
Healy and Welchert (1990) highlight two points which
distinguish mentoring from other superior/subordinate
relationships. The first is that there exists a reciprocity
between the mentor and the protege based upon their mutual
readiness to enter into a mentoring relationship. The
second is that by virtue of reciprocity there is a mutual
identity transformation.
In earlier definitions the development of the mentor is
viewed as a fortuitous by-product rather than as an integral
aspect of the mentoring relationship. Specifically, they
suggest that for the protege, the purpose of mentoring is
the achievement of an identity transformation indicated by
the change in status from understudy to self -directing
colleague; this is based on the mentor's ability to
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cultivate qualitative change in the protege's approach to
tasks as opposed to simply promoting immediate productivity.
For the mentor, the relationship is regarded not as an
indication of having achieved mid-life "generat ivity"
(Erikson, 1963), but as a vehicle for such achievement. In
other words, it is not that the senior person enters into
the phase of generativity and then has the capacity to
mentor, but that by effectively cultivating the growth and
development of the less experienced person, he or she
transcends self -preoccupation, thus entering the phase of
generativity. By featuring reciprocity and mutual identity
transformation as hallmarks of the effective mentoring
relationship, thereby emphasizing both context and
development, Healy and Welchert anticipate an advance in
research as well as the practice of mentoring. I concur.
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CHAPTER III
THE MENTORING RELATIONSHIP AS
SOCIALLY CONSTRUCTED AND VOLITIONAL
Conceptual Framework
My inquiry into the dynamics of mentoring fundamentally
derives from a constructivist framework (Montesquieu, 1750;
Mead, 1934; Watzlawick, Bavelas, & Jackson, 1967; Averill,
1980; Armon-Jones, 1985). Having evolved as a counterpoint
to the framework of naturalism in which the innate,
biological substrate is regarded as the central concern,
constructivism is concerned with the sociocultural
substrate. Whereas we seek to explain the natural world by
arriving at a point of consensual validation about its
objective reality, we seek to interpret the social world,
necessarily allowing for multiple views of social reality.
Regarding social reality as constructed via interpretation,
Watzlawick et al
.
(1967, p. 95) state that "Reality is what
we make it." Maintaining a constructivist position, I
interpret the sociocultural constitution of the mentoring
dyad in terms of its etiology and development.
Drawing from Mead's notion (1934) of the
interdependence between social frameworks and the shaping of
individual behavior and experience, I will highlight the
intersubj ective construction of meaning/reality as it occurs
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via the functional or purposive aspects of the mentoring
relationship, which is culture-bound and context specific.
By placing the emphasis upon the mentoring dyad I am
deemphasizing both the mentor and the protege as discrete
constructs, as neither the mentor nor the protege exists in
the absence of the other.
General Tenets of Mentoring
Taking a constructivist position, there are some
general tenets (Hendricks, 1992) which pertain to the nature
of volitional socially constructed relationships on the
basis of certain shared properties. For example, implicit
in the construction of a relationship is a task. That task
manifests itself both implicitly and explicitly, and thus
the constructive process involves for both people
covert /sub j ective experience and overt /obj ective behavior.
The former includes a multitude of affects and cognitions,
whereas the latter includes actions and interactions in the
material world. Both subjective experience and objective
behavior are motivated by a mix of conscious and unconscious
concerns
.
While there is a time dimension involved in the
construction of a volitional dyadic relationship,
construction does not proceed in a strictly linear fashion.
This is largely due to non-volitional , multidimensional
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aspects such as transference, countertransference, and
characteristic modes of expression and defense.
Nonetheless, the relationship is both constructed and
elaborated over time by way of a complex process of
conscious and unconscious multimodal communication and the
intertwined experiences of being both active and receptive
in that process.
The participants in a volitional dyadic relationship
share a sense of both choosing and being chosen for the
task; this involves a mutual appreciation for the other
which, upon examination, reveals a complementarity or fit
which is inherent in the match. The two individuals are
drawn together on the basis of a complementarity of both
conscious and unconscious needs which find various forms of
expression and defense within the dyad. Any specific dyad
is assumed to include nomological as well as idiosyncratic
aspects. By this I wish to distinguish the overt,
observable interpersonal aspects of relating (i.e., "doing"
or action) from the covert, inferential intersubj ective
aspects of relating (i.e., "being" or thinking and feeling),
giving equal weight to both aspects while emphasizing the
dialectical process that links the two and informs the co-
construction of meaning within the dyad. This is a circular
process by which the interpenetration of the two spheres of
internal life or subjective experience form what Bollas
( 1983 ) referred to as the " intersubj ective claim."
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Finally, at this level of analysis, it must be added
that any volitional dyadic relationship resonates to some
degree with a socially maintained though perhaps vaguely
articulated concept about the nature and purpose of the
specific kind of dyad under consideration, be it constituted
around mentoring, psychoanalysis, or marriage, for example.
In addition to variations in the task or purpose of
different kinds of dyads, I would like to propose that
different types of dyads are characterized by variation in
what I refer to as "dyadic space." This is defined as
optimal distance between the two participants including both
the lateral dimension of proximity and intimacy, and the
vertical dimension of hierarchy and power, regarding the two
dimensions as orthogonal. Dyadic types are differentiated
by their dyadic space within a range of variation determined
by the pair (See Langs, 1976; and Baranger & Baranger 1966,
on the concept of the bipersonal field) . Thus, the dyadic
space may be thought of as signifying the "nature" of the
dyad which is determined by the task. Returning again to
the relationships of mentoring, psychoanalysis, and
marriage, it is easy to see that they are characterized by
differences in "dyadic space."
Focusing on the mentoring relationship in particular
requires yet another distinction. While volitional dyadic
relationships may be broadly regarded as either hierarchical
or non-hierarchical , the mentoring relationship is by nature
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initially hierarchical, consisting of a superior and a
subordinate. Nonetheless, mentoring pairs may vary
considerably in the degree of hierarchy they embody. In
some pairs, the power differential may be latent. The point
here is that there is a power differential, and while it may
or may not be observable in the interaction, it certainly
contributes to the construction of the dyadic space within
which the task is pursued.
The specific purpose or task of the mentoring pair is
development, or progressive transformation over time. The
means of transformation is the relationship, and yet, built
into its formulation is the transformation of the
transforming agent; thus the relationship also passes
through distinct stages of development. More specifically,
the manifest task of the mentoring relationship is the
development of the protege, the person of lesser knowledge
and experience. The latent task of the mentoring
relationship is the development of the mentor, the person of
greater knowledge and experience.
While the relationship has both a manifest and a latent
task, the individuals similarly have a manifest and a latent
task. Within the individual, the manifest task is
pragmatic, whereas the latent task may be regarded as
psychological or therapeutic. It makes sense that the
psychological or therapeutic striving is embedded in the
pragmatic; the latent is alive in the manifest. The dyadic
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complementarity or fit, then, is based upon a convergence of
factors both conscious and unconscious. in other words,
what appears to be a simple dyadic relationship with a
straight forward purpose is indeed very complex. It is the
mutuality of development of both individuals which
operationally defines the relationship as "successful" and
therefore "essential."
Taking into account the mentor, the protege, and the
pair, we have a threefold schema of development beginning
with the development of the relationship. The means of
transformation is the relationship because it is the
relationship on which the development of the individual
(both the protege and the mentor) is predicated.
Referencing the birth metaphor, including conception,
gestation, and delivery, the development of the individuals
results in the development of the "creative product"
(Gadlin, 1990) of the coupling. At a base level, this
signifies the completion of the task. In terms of mentoring
in academe, the creative product signifying the completion
of the task is the dissertation.
While the protege sometimes becomes more expert than
the mentor in the specific area of study, it is the mentor,
paradoxically, who is empowered to evaluate the performance
and creative product of the protege in both general and
specific terms. Throughout the mentoring process, a gradual
transfer of power takes place from mentor to protege. When
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at the completion of the task the outcome of the mentoring
relationship can be evaluated, the protege may be regarded
in some sense as the creative product of the mentor, just as
the doctoral dissertation would be regarded as the creative
product of the protege. This owes to the fact that the
primary responsibility for the outcome is held by the
mentor. Shifting the emphasis places the mentor in a
position which is also subject to evaluation. The way in
which the protege is the mentor's creative product is only
part of the picture, and the opposite may be asserted as
well. The mentor may also be regarded as the creative
product of the protege in that each has constituted the
other in refined and subtle ways. Thus in the successful
mentoring relationship, the complementarity of fit is marked
by the complementarity of development.
"Success" is a relative term, and it acknowledges that
there are gradations of success and failure with regard to
development and its vicissitudes; both are evaluative
measures which exist on a continuum. Fundamentally,
however, I want to operationalize the concept of "a
successful volitional dyadic relationship" as one in which
overall progress is being made toward the development of the
protege, inclusive of both the "manifest" or pragmatic task
and the "latent" or psychological task. Together, these may
be regarded as the manifest task of the mentoring
relationship. With this as the given, it may be assumed
46
that progress is also being made toward the latent task of
the relationship, i.e., the mentor's development, which also
includes both pragmatic and psychological tasks.
Essentially, the protege transitions from one semi -distinct
stage to the next, while the mentor's transition is more
about an elaboration of the capacity for generativity ; it is
reflective of movement and consolidation within the
developmental stage.
Sharing a commitment to the task and thus to the
relationship, the successful mentoring relationship
progresses through a series of stages that result in a
redefinition of the relationship and its potentialities. To
my way of thinking, the development of the relationship is
characterized simultaneously by continuity and
discontinuity. The discontinuity has, in part, to do with
the use of power and the negotiation of conflict at a number
of different junctures as the mentoring pair progresses
toward the completion of the task. This negotiation can
take a number of forms and harkens back to the interaction
of character and dyadic space as it has been defined by the
pair within the mentoring construct.
In terms of the student, the experience of a successful
mentoring relationship could be viewed as similar to the
experience of "good-enough mothering" (Winnicott, 1960)
,
the
aim being to facilitate the resolution of genetic
transference (i.e., paradigmatic transference stemming from
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the early relationships with mother and father)
,
the
exploration of conflict, the increased capacity for
reflection and empathy, and the increased integration and
autonomy related to "the coming of age." The "coming of
age" might be regarded as the capacity for both solitude and
relatedness, along with creative and committed action
deriving from the exercise of good judgement and wisdom.
In terms of the faculty member, the experience of a
successful mentoring relationship could be viewed as
conscious and active involvement in Erikson's Stage VII
(1963, 1968), implying adequate resolution of the conflict
between generativity and stagnation, and resulting in the
elaboration of the capacity for generafivity
. Additionally,
the mentor might be expected vicariously to reach a higher
level of personal integration as well, vis-a-vis
identification with the protege. In other words, just as
the child aids the parent's development, the protege aids
the mentor's development.
While a successful mentoring relationship facilitates,
for both parties, progress toward completion of the self,
the mentor potentiates the protege's development and the
protege the mentor's. Drawing from Levinson, et al . ( 1978 ,
p. 320), the evaluative issues involve how a person fares
during the given period, how well the person meets the
developmental task, how satisfactory the life structure
formed during that structure-building period, and how well
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the person manages to reappraise the past and create a basis
for a future. In the successful mentoring relationship, as
in any successful volitional dyadic relationship, a certain
component of mutuality is both an essential precursor as
well as an outcome of the relationship.
The psychoanalytic assumption here is that the kind of
mutuality which both fosters the relationship and grows from
it has something to do with a systemic activation of
libidinal energy within the dyad, in concert with the
management of aggressive drives. This leads us back to the
elements of character and dyadic space. In his
conceptualization of the Id as composed of life instincts
and death instincts, Freud (1923a, 1923b) defined "libido"
as the sexual drive encompassing the life-propelling
energies (Eros) . In my application of the term, I do not
mean strictly to denote sexuality or sex drive, nor did
Freud. Instead, I am using "libido" to account for all that
is subsumed in the reciprocal attraction between mentor and
protege, including though not limited to the sexual
dimension. Additionally, I am viewing this libidinal
dimension as the source of vitality which propels the work,
first construed to mean the work of the mentoring
relationship, and then the work of the individuals within
that relationship.
Juxtaposed with libido in Freud' s early model is the
death instinct (thanatos) , which accounts for aggressive and
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destructive energies. According to Freud (1920b), this is
often evidenced in the repetition compulsion. Viewed with
sufficient breadth, I believe that these concepts can be
fruitfully applied to the mentoring relationship.
For instance, it may be regarded as the dialectic of
sex and aggression which makes necessary at the various
junctures of the developing relationship, negotiation of
areas of conflict as they find unique expression within the
specific mentoring dyad. For example, there might be a
predominance of competition between mentor and protege
particularly enacted by the mentor, or a kind of withholding
of acknowledgement by the mentor which results in the
protege being placed in a rivalry with his or her peers for
the recognition of the mentor.
With the introduction into the relationship of
sexuality as action, the potentiality for conflict, both
intrapsychic and interpersonal, increases greatly. A
failure on the dyad's part to adequately negotiate these
tensions around sex and aggression results in an impediment
for the relationship which may have the effect of undoing
it. If the tension arising within the situation is not
sublimated, as illustrated by the maintenance of appropriate
boundaries and prohibitions which foster the work, it calls
for a kind of attention.
If attention to the impediment is conscious, the
impediment may be discussed and worked through. If, on the
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other hand, attention to the impediment is unconscious, it
may form the basis for a dynamic reenactment. The incest
taboo exists to aid the person who struggles under the sway
of the temptation to repeat an earlier drama with the
current cast of characters. When the incest taboo is not
sufficient to prevent the enactment, its existence becomes a
source of conflict and may likely impair the judgement of
one or both people involved, and thus the relationship may
come undone due to the collapse of what Winnicott regarded
as "potential space" (1967a, 1971)
. This concept is
elaborated in Chapter 3
.
Following this line of reasoning, the external
indicators of an effective mentoring relationship might
include frequent and regular contact, active collaboration,
metacommunication (Wittgenstein, 1951)
,
timely and adequate
interpersonal problem solving, and progress on the part of
each person toward completion of their respective tasks.
The internal or intersub j ective indicators of an effective
mentoring relationship are mutual feelings of positive
regard including respect, liking, interest, attraction,
trust, and goodwill.
In some sense this formulation likens the mentoring
relationship to other volitional hierarchical relationships
built on trust. For example, the parent-child relationship,
the analytic relationship, and the marital relationship all
require the necessary "attraction" coupled with the safety
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work" can proceed.
of certain prohibitions such that the "
In Freud's nomenclature, there must be a balance between the
libidinal and aggressive drives in order for the
transitional and thus temporary relationship of mentoring to
remain intact as long as necessary for the completion of its
task
.
In contrast, within the unsuccessful dyadic
relationship, consistent progress toward the task is not
made, resulting in a termination of the relationship owing
to the absence or loss of relational meaning. Unsuccessful
mentoring, instead of resulting in development for mentor
and protege, becomes a reenactment of a particular psychic
drama without the necessary "working through" (Freud,
1914a) . As in the course of mutual development, reenactment
also proceeds on the basis of a complimentarity of fit.
However, instead of expressing a trend toward "health, " the
reenactment dramatizes a particular way of failing to "heal"
under the guise of seeking to "heal."
In again emphasizing the complementarity of roles and
functions, I want to underscore the notion that this
complimentarity involves both conscious and unconscious
strivings. For example, this might occur via repetition
compulsion (Freud, 1920g, 1926d) in the context of the
maintenance of a primarily transferential relationship
between the faculty member and the student.
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An ineffective mentoring relationship might be
characterized, on the one hand, by insufficient mutual
interest and esteem, which could be viewed as an absence of
libido. This might include external indicators such as
infrequent and irregular contact, a lack of timely and
adequate interpersonal problem solving, an absence of actual
collaboration on the work, and ultimately a lack of progress
in the student's work.
On the other hand, the mentoring relationship might be
rendered ineffective by the lack of management of the
dynamics of sex and/or aggression on the part of the mentor,
who ultimately holds the responsibility for the management
function. Thus, the relationship might be characterized by
conflictual involvement around a breakdown of certain
boundaries and the ensuing lack of safety, and thus trust,
for one or both people. This might include the overt
sexualization of the academic relationship, thereby changing
and complicating the focus of the relational task. It might
also include a strong competitive element contributed by the
mentor which confounds the task of the protege's development
with a double-bind communication (Bateson, et al . , 1956).
Specific external indicators of these kinds of problems
within the relationship might include writer's block on the
part of the student, and thus a lack of progress in the
work, infrequent and irregular contact, and a lack of timely
and adequate metacommunication and interpersonal problem
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solving. Internal indicators might include a degradation of
self-esteem, a breakdown in trust, and a loss of positive
regard for the other. In the case of a boundary breakdown,
it may be assumed that there is a negative consequence for
the faculty member as well as for the student (Rutter,
1989) .
The assumption here is that there are both subjective
and objective criteria for measuring the success and failure
of mentoring, and that criteria from both loci (i.e.,
subject and object) are subject to revision over the course
of time. The implication here is that in order for the
relationship, and thus its task, to progress, there must
exist a capacity for conflict resolution within the dyad.
Here, conflict should be regarded as encompassing the
intrapsychic as well as the interpersonal. Moreover, the
intrapsychic/subjective experience is inseparable from the
interpersonal/intersubj ective experience in terms of meaning
as it is socially constructed. Certainly pertinent here and
worth mentioning again is Bollas' notion (1983, 1987) that
"the internal life of each person is the object of the
intersubj ective claim." Clearly, this idea pertains to the
successful mentoring relationship as well as to the failed
mentoring relationship.
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Gender
,
Power, and Sexuality
Using rate of publication to measure the effectiveness
of mentoring relationships, Goldstein (1979) found that
Ph.D. students involved in same-gender mentoring
relationships published significantly more than those in
cross-gender mentoring relationships. This raises some
interesting questions about confounding variables. For
instance, is the finding based on the factor of gender
identification being of primary importance within the
mentoring relationship, or rather on the assumption of a
heterosexual paradigm involving a complication of agendas
within a mentoring relationship in whi.ch latent or manifest
sexuality is at issue? It could be the case that any
compl imentari ty with regard to sexual orientation would
equally complicate same-gender mentoring relationships, or
that the complication arises from other sources.
In a study of mentor choice by male students, Farylo
and Paludi (1985) found that 63% of the males they surveyed
stated that gender was not an important determinant of a
potential mentor. Nonetheless, male students predominantly
selected men as their mentors, especially during their
college years. Given the higher status of men in this
culture, their greater preponderance and visibility in
senior positions within academia and business, and the
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social stigma regarding older women and younger men, this
finding is not surprising.
In his sociohistorical commentary on the place of
gender politics in the academic mentoring relationship,
Kronik (1990) makes a poignant "confession" that in the
1960's he believed there was truly no difference in
mentoring men and women. Yet when challenged to think about
that position 30 years later he sees things very
differently. Focusing his address on the male mentor/
female protege scenario, he examines how the "changing-
unchanging social definition of woman" has affected the
mentoring circumstance. The real problem for the male
mentor of a female protege, he states, is how to handle
women's social reality, even whether or not to take it into
account
:
In the sixties, to encourage a woman to enter full
force into the academy was to encourage her to abandon
the margins ... opening up a path that would lead her
into conflict with the norms the society of men and
women had constructed for her and on which her ultimate
sense of self-realization might stand. (p. 25)
While Levinson et al . wrote in 1978 that the mentor's
most crucial developmental function was to "support and
facilitate the realization of the dream, " Kronik notes the
following
:
A decade earlier, the mentor of women had no dream to
support, he had to instill one... The women ... didn'
t
even have what dreams were called in those days:
motivation, ambition. Most often their recurring
dreams were domestic; sometimes they suffered a
confusion of dreams. (p. 25)
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From a feminist perspective, it is not that women have
not had dreams or been motivated to pursue them. Rather,
positing the mediating influence of sexual oppression, a
better explanation is that a female could neither make known
her dreams and aspirations nor pursue them very overtly
because of the challenge it would pose to the status quo of
the social order. While this is not nearly as true today as
it was when Kronik first wrote on the topic of mentoring,
the legacy lives on for women who continue their personal
struggle with the tendency to hold back, intellectually
speaking. Nonetheless, it is reasonable to assume that
females and males alike are equally prone to experience a
passion for learning and achievement, £t least insofar as
study and learning are not tied to negative secondary
consequences
.
Staying within the parameters of sex and gender, Slater
(1966) discusses the context of teaching and learning as an
"erotic irritant," stating:
The problem of libidinal enthrallment is intensified by
the erotic ideas that traditionally surround the
transmission of knowledge and the acquisition of
understanding. Much has been written about the
importance of sexual curiosity as a kind of first-stage
rocket for intellectual pursuits, but far less has been
said about the extent to which the process of teaching
itself is defined in sexual terms. Descriptions of
traditional teaching techniques have decidedly phallic-
penetrative overtones, using phrases such as 'fertile
minds,' 'pregnant with meaning,' 'planting the seeds'
of knowledge, and so on (not to mention such extreme
formations as the 'Rape of the Mind') . It is small
wonder that female college students seem so much less
conflicted about learning than do their male
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counterparts. Being 'seduced' by an idea does not de-sex them. (p. 121)
Slater's conclusion is twofold: First, he implies a
heterosexual standard in which homophobia results in males
being more conflicted about learning than females on the
basis of the homoerotic implication in the language which
surrounds learning; this assumes an equally heterosexual
standard for females as the unconflicted recipients of the
symbolic phallus. His first conclusion rests on faulty
ground for obvious reasons. Second, Slater concludes that
there is a strong relationship between sexuality and the
desire to know. This notion is borne out in many ways.
Further, he suggests that some may regard the sexualization
of knowledge and its acquisition as indeed biologically
based
.
Using "knowing" in the biblical sense as sexual
conquest, Maslow (1963) addresses the other side of this
sexualization of learning with the following:
At an unconscious level, knowing as an intrusive,
penetrating into, as a kind of masculine sexual
equivalent, can help us to understand the archaic
complex of conflicting emotions that may cluster around
the child's peeping into secrets, some women's feeling
of a contradiction between femininity and boldly
knowing, of the underdog's feeling that knowing is the
prerogative of the master... (p. 121)
Here, Maslow' s thinking more closely parallels that of
Kronik ( 1990 ) .
Having examined some of the associations between
teaching, learning, sexuality, and conflict, we return to
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the issue of cross-gender mentoring. Kronik's perspective
supports the need for greater numbers of good female
mentors, though it does not necessarily suggest that only
women can mentor other women. It does suggest, however,
that within a heterosexual paradigm, the task of the male
mentor with the female protege is perhaps even more
challenging than meets the eye, especially in the face of
sexual temptation.
Kronik (1990) illuminates some of the paradoxes
inherent in cross-gender mentoring relationships as he
lucidly takes up the question of power, sexuality, and how
men mentoring men differs from men mentoring women:
It's extremely difficult to transplant yourself into
the psyche of the other (ie., the woman) and dangerous
to determine what might be best for someone whose
gender sensitivities and obligations aren't the same as
yours. The trick is to draw no distinctions whatsoever
while at the same time keeping the distinctions in
mind ... Mentoring is by definition an exercise of
power ... Authority is vested in the mentor for a variety
of reasons: Tradition, circumstance, academic
hierarchy, personal charm. The very use of the word
'protege' as a counterpoint to 'mentor' is revealing.
When a man mentors a woman, the power play is
doubled ... Every male teacher, advisor, and
administrator must confront the issue of gender on
personal, professional, and psychological levels.
Every man conscious of gender must come to the
realization that despite his awakening he does not have
to contend with a prefeminist stage in the same way
women do. Even so, whenever a man serves as a mentor,
the discourse and institutions of power are in his
hands. The man's consciousness of his power can
already serve him as a necessary first restraint. More
complicated are the ethical questions that inhere in
this power, whose exercise is both inevitable and
expected ... Is it... fair or legitimate of me to exercise
my male power over the woman, presumably on her behalf,
so as to professionalize her, to sharpen her ambition
and her means to share a power monopolized by males.
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attachments. For the male mentor to open the issue ofsexuality is confusing and damaging to the woman, who
must then fall into everything that society has
negatively programmed her for. When, moreover, we
recall that metaphor of women in a world of fathers,
then an action that at the very least is inappropriate
is compounded in its destructiveness as it transgresses
one of society's major taboos... For the mentor-mentee
association to succeed it must be a relationship of
mutual respect that allows for a subtle and beneficial
exercise of power. (p. 25-26)
In his study on cross-gender mentoring, Bowen (1985)
asserts that it is more typical for males to mentor females
than for females to mentor females given the fewer number of
females in senior positions. Viewing mentoring as a very
intense interpersonal relationship, he raises the question
of whether women should have male mentors, since sexual
attraction is likely to enter into and seriously complicate
any close male/female relationship, assuming again a
heterosexual paradigm. His point more broadly stated
suggests that if there is a fit between the sexual
orientation and the gender of the two individuals, there may
be complications based on inadequately managed sexual
attraction
.
In his attempt to resolve this issue, Bowen (1985)
confounds the potential problems of sexual attraction in
cross-gender mentoring dyads with the issue of the initial
need for identification within the mentoring dyad which,
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according to some authors (Caruso, et al
. , 1988; Gilbert,
1985; and Knox, et al
. , 1988), depends upon gender- sameness
.
Others, while maintaining that an initial identification is
a prerequisite, do not believe that identification is
necessarily based upon gender- sameness, nor do they believe
that a lack of identification predisposes a mentoring dyad
to experience sexual attraction as problematic.
Examining gender, power, and sexuality within the
context of "helping relationships," Rutter (1989) notes the
propensity for sexual enactment within the "helping"
relationship. Clearly, the mentoring relationship may be
addressed under this rubric. He regards this propensity as
the mutual contribution of both people 'to the extent that
each attempts to heal a past experience of boundary
violation and/or loss through the relationship. Within this
scenario, the woman, for instance, brings a history of
boundary violation, a devalued outer potential, an enormous
amount of hope for connection, the need to feel special, and
then ambivalence and confusion about whose needs are being
served. The man brings to the situation a variety of wounds
from the culture which has tauught him to cut off his
emotional life, including the experience of lost intimacy
with the father, and an historic fear of merging with the
mother. Both people in such a scenario are on a quest for
healing, which can be confused with the transient intimacy
of what Rutter calls "sex in the forbidden zone."
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Remaining within the context of the helping
relationship as Rutter discusses it, and in order to provide
a more detailed discussion of the very important issue of
sexuality and aggression, I am including here a review of
Searles
' (1979, p. 430-435) commentary on regression on the
part of the analyst as regards the analyst's therapeutic
strivings. Drawing a partial analogy to the analytic
relationship for the purpose of making some generalizations
to the mentoring relationship, "analyst" stands for mentor
and "patient” for protege in the following discussion.
Searles reports that along with the patient's
therapeutic strivings via regression, the analyst also
undergoes regression in the process of an anxiety provoking
analysis. As this transpires, the analyst's own analytic
orientation becomes somewhat primitivised or desublimated to
the level of relatively raw aggressive and sexual urges
which parallel the patient's own therapeutic strivings. He
suggests that:
...a major reason for therapists becoming actually
sexually involved with patients is that the therapist's
own therapeutic striving, desublimated to the level at
which it was at work during his own childhood, has
impelled him into this form of involvement with the
patient. He has succumbed to the illusion that a
magically curative copulation will resolve the
patient's illness which tenaciously has resisted all
the more sophisticated psychotherapeutic techniques
learned in his adult-life training and practice.
(Searles, 1979, p. 431)
Searles further acknowledges that the temptation toward
such activities is most intense in his work with analysands
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whose childhood histories include having been involved in a
relationship with a parent in which "the child had been
given to sense that incestuous fulfillment" would provide
the parent with specific relief from the parent's suffering.
In this family context, Searles believes that it is very
difficult for the child's therapeutic strivings to become
differentiated from, or sublimated beyond, his or her sexual
strivings. Also implicit in this notion is that the child
has difficulty differentiating his or her own strivings from
those of the parents. He goes on to say:
All this becomes re-experienced in the transference
relationship, with the analyst becoming the
personification of the patient's child-self, and thus
feeling impelled to try to resolve the patient's
neurotic or psychotic parental identification
(introject) as it were, through actual sexual
activity.
. .Hence the transference is a mixed and highly
ambivalent one, such that the patient who succeeds in
seducing the therapist is winning one oedipal sexual
object in the therapist, and at the same time
destroying the oedipal rival in the latter. (p. 432)
Searles then attempts to explain the actualization of
sexuality in the context of the therapist's process:
It is transparently obvious that unacceptable
incestuous urges become acceptable to the therapist's
superego by cloning themselves in an intended-healer
guise. But what I wish particularly to stress is that
these primitive therapeutic strivings are no less
powerful in themselves, than are the sexual strivings.
I can believe that in many instances, the therapeutic
strivings are most powerful of all in bringing about
such a tragic deforming of the therapeutic endeavor. I
believe that just as sexual predatoriness on the part
of the therapist can wear the guise of the emancipated-
healer role, so, too, can a basic problem of
therapeutic omnipotence on his part lead him to seize
upon any available, intendedly therapeutic measures,
including those of actual sexual involvement with the
patient. (p. 432-433)
63
Searles introduces the issue of aggression by referring
to the unconscious needs of the therapist
:
As it is with the therapist's sexual urges in his
regressed omnipotent
-healer state, so, I suggest, it is
with his aggressive urges also... One can surmise thatthe sexual involvement gives unconscious release, as
well, to the participants' murderous urges toward one
another.
. .a typical earmark of regression in the
therapist, under the stress of his efforts to cope withhis patient's intense ambivalence and his own
responsive ambivalence, is that he, the therapist, haslost touch with the transference context of what is
happening. (Searles, 1979, p. 435)
Certainly, while the mentoring relationship is not
nearly as intense as the analytic relationship, the
foregoing suggests that the hierarchical structure of
mentoring predisposes the mentoring dyad to both
transference and countertransference phenomena. It is for
this reason that it is useful to draw on the psychoanalytic
literature in this discussion of gender, power, and sexual
attraction
.
Typically, the mentoring relationship is far less self-
conscious than the analytic relationship, not to mention
that it's manifest task is not analysis and understanding,
but rather professional development. Within the context of
mentoring, then, sexual attraction may remain latent or
unconscious on the part of one or both individuals if it
becomes a part of the intersub j ective dynamic. In either
case, sexual attraction need not be a problematic aspect of
relating since abstinence is the norm. On the one hand,
abstinence might be fostered by a conscious prohibition
64
against sexual enactment maintained by one or both people.
On the other hand, abstinence might be fostered by the
unconscious sublimation of sexual and aggressive urges, and
thus function to foster the mutual pursuit of the task
inherent in the mentoring relationship.
Exploring the question of how power and sexual
attraction are handled in cross-gender mentoring
relationships, Heinrich (1991) identified 3 approaches on
the part of the male advisors, only one of which her
subjects identified as effective mentoring.
She identified a masculine, a feminine, and an
androgynous style or approach to advisement, linking the
masculine with narcissistic needs on the part of the advisor
at the expense of the advisee, and linking the feminine with
an abdication of the necessary power to protect and foster
the development of the advisee. The person regarded as the
most effective mentor was androgynous and demonstrated an
integration of the feminine and masculine principles of care
and protection along with the gender sensitive use of power
in the relationship with the student.
In relationships involving an androgynous approach,
power issues do not become sexualized and sexual energy and
sexual attraction are negotiated in a manner comfortable to
both people. Making the distinction between sexual energy
as a diffuse aspect that fosters the relationship, and
sexual attraction which is specifically focused on the
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other, Heinrich (1991) reports that in effective mentoring
relationships, whatever sexual attraction exists is
sublimated into creative energy which fosters the task. In
my opinion, this occurs through boundary maintenance and the
employment of various unconscious Ego defenses. Not
surprisingly, the vehicle for this transformation is the
incest taboo.
Narcissism Versus General. ivi ty
In a survey of 62 college professors who functioned in
the role of mentor, Blackburn, Chapman and Cameron (1981)
found that the survey respondents viewed their proteges
whose careers were essentially identical to their own as
most successful
. This is interesting in that it may
highlight two very different forms of mentoring
relationships: Those which function to "clone" the protege
in the mentor's "image" (implying a high degree of
narcissism on the mentor's part), and those which function
to foster the autonomous development of the protege.
In the former case, the protege must subordinate his or
her drive toward differentiation from the mentor, while in
the latter the protege necessarily moves toward increasing
differentiation. The former paradigm is most closely
associated with the active engagement of the mentor's
narcissistic needs, while the latter is most closely
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associated with the mentor's engagement in the process of
generativity
.
Conversely, narcissism may also manifest itself as
competition and rivalry on the mentor's part when an
insecure mentor construes the protege as a rival and
responds with competition or aggression. A display of power
for power's sake, on the part of the mentor, is also likely
to be the outgrowth of narcissism.
When "cloning" or the mentor's "competition" become
salient aspects of the mentoring relationship, it may be
assumed that the mentor's narcissistic needs predominate,
and that the protege's needs and interests are likely to be
overlooked. Where this is not the case-, the mentor's actual
"superiority" and integration provide a milieu in which the
protege may compete with the mentor as part of the process
of what Levinson (1978) calls "becoming one's own man" (or
woman, as the case may be)
.
Clearly, expressions of
narcissistic and generative mentoring may be seen in the
context of natural or formal mentoring relationships alike.
Summary
In summary, a true mentoring relationship engages both
libidinal and aggressive dynamics. There is a range of
variation between mentoring pairs with regard to the
salience and expression of libido and aggression. In the
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event that the libidinal or aggressive dimensions are either
forcefully denied or enacted by either or both participants,
the likely result is conflict. Left unaddressed, conflict
result in foreclosure of the task and the premature
demise of the mentoring relationship. Therefore, what
becomes a source of conflict must be "worked through" in
order for the task to come to fruition, the mark of
successful mentoring.
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CHAPTER IV
PRE-OEDIPAL CONCERNS
The mentoring relationship may be assumed to develop
between two people who are in different stages of life. It
is predicated on the idea that both participants have forged
an identity separate from significant others. Yet, one of
the distinguishing factors between mentor and protege is
that the mentor is more developed; this refers to
professional as well as to personal concerns. Thus, it may
be inferred that the person who mentors has a clearer sense
of self which facilitates a clearer sense of self in the
other. In other words, the mentoring process results in the
protege's further articulation of self in tandem with the
development of greater potentiality for relatedness with the
"other." It is the relationship, after all, which makes the
difference. A psychoanalytic study of mentoring thus
necessitates an inquiry into what is essential to
"relationship." It rapidly becomes clear that the concepts
of "self" and "other" are paramount. For this reason, it is
important to consider the theory of object relations and the
concepts addressed under this rubric.
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Obiect Relations Theory and Related ideas
The human environment into which the infant is born is
critical in the physical and psychological survival and
well-being of the infant. The infant's well-being rests
upon the active engagement of "essential others" (Galatzer-
Levy & Cohler, 1993) who provide for the infant's needs and
who have an indispensable role in developing, stabilizing,
and enriching the individual's sense of self. Donald
Winnicott, British Psychoanalyst and Pediatrician, wrote:
"There is no such thing as a baby- -meaning that if you set
out to describe a baby, you will find you are describing a
baby and someone. A baby cannot exist alone, but is
essentially part of a relationship" (Winnicott, 1964, p. 88,
1940). According to Galat zer-Levy and Cohler (1993),
parents function as essential others for their children and
children function as essential others for their parents.
And so it goes over the course of life that siblings,
friends, teachers, mentors, and spouses also fill the role
of essential other through a mutual interdependence that may
or may not be symmetrical
.
Psychoanalysts and other developmentally oriented
psychologists who believe that development occurs as layers
of the personality build onto preceding layers, hold that
infancy and the experiences of infancy play a central role
in human development. Piaget (1927, 1970) observed that
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psychological development is usually characterized by the
integration of ever more complex and extensive experience
into integrated units. Especially during infancy, schemata
are commonly interactional scenarios involving the
experience of interaction and its consequences. New
experience may be assimilated into already existing
schemata, or it may be novel enough as to create
disequilibrium and produce accommodation, forcing the person
to reorder the way he or she organizes experience. It is
through the interaction of the two that development
proceeds. Likewise, when new experience is not integrated
with existing schemata, development does not proceed.
Although there is disagreement about what exactly goes on in
infancy and what can be done about development gone awry,
many have maintained that "as the twig is bent, so grows the
tree .
"
Kagan and his colleagues (1978) contend that biological
organisms, including the human infant, have the capacity to
"right development," to use a variety of environmental
resources to produce satisfactory results. Given the
capacity for this self-righting tendency to have an effect
on development, the idea that "as the twig is bent, so grows
the tree" is modified. Babies with differing hereditary
endowments will require different psychological supports for
their development at any given time. The essential others
needed to accomplish self-righting also shape the direction
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This has definite
of the infant's continued development,
implications for both external as well as internal object
relations which are expanded and elaborated over the course
of time. Psychological development can almost always be
associated with an increased richness and complexity with
regard to internal life.
While infancy plays a central role in shaping
development, it is no longer thought of as unalterably
determining later developments given the self-righting
tendency which persists as the person matures. Infants are
more than passive recipients of their environments; they are
creators, modifiers, and correctors of what the environment
does to them (Galatzer-Levy & Cohler, 1993, p. 39) . Since
infants have a hand in shaping their own experiences,
internal and external factors in development cannot be
neatly separated. Given the physical necessities of the
infant, the environment is a human one that is not
independent of the infant, and so is profoundly affected by
the infant's presence.
While environment profoundly influences development,
the environment that is so influential is largely determined
by how the infant takes in its surroundings, a process that
in turn is profoundly influenced by biological endowment.
Perception is a key factor in how human beings shape the
environment. We are not so much influenced by "objective
72
reality" as by our subjective experience of the world. The
infant's experience, then, is constructed only in part
from the environment, consisting of the material and the
object world. "Essential others" (Galatzer-Levy & Cohler,
1993) are not simply people in the environment, but the
infant's experience of those people. Parental qualities
thus take on meaning only through the infant's perceptions,
raising the theme of subjectivity as a central focus.
The development of the self in all of its vicissitudes
requires and is shaped by the infant's subjective
experiences of essential others. Given the principle of
mutual influence (Anderson, Vietze, & Dodecki, 1971
;
Schafer, 1983; Stern, 1977; Tronick, Als, & Brazelton, 1977)
between infant and mother, the child learns self -regulation
and becomes able to organize experience and give it meaning
through developing intersubjectivity. The following
addresses this point:
The baby's experience of being picked up is
affected by what the mother actually does- -how she
holds him, the quality of her movements, what she
says, and her tone of voice. The baby's own mood
and wishes at that moment, his recollections of
being picked up, and his feelings about mother
also shape the current experience. Furthermore,
his response to being picked up shapes mother's
behavior; if he is delighted, a game of flying may
ensue; if he is grumpy, he may be soothed. The
infant helps to create the environment he
experiences. What is retained from the event and
what helps shape later experience depend on the
infant's preexisting state and the meaning of the
experience to the infant. (Galatzer-Levy &
Cohler, 1993, p. 59)
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The concepts of mutual influence and intersubjectivity
are subsumed under a perspective called object relations.
Object relations theory is comprised of a collection of
ideas about the etiology and elaboration of subjectivity
through personal identif icatory processes. Before
delineating some of these various views on the development
of the subject as central to the capacity for object
relatedness
,
a brief definition of the "object" will be
offered and a variety of object statuses differentiated.
This serves as a context for exploring the process of
becoming, " which is relevant to the study of mentoring.
In further exploring the intersubj ective nature of
development, I will articulate the concepts of "object" as
"other," and "subject" as "self," down-playing the Cartesian
misconception of separation inherent in Western thought and
highlighting Lichtenstein's conception (1961) that the
infant is born in a symbiotic unity with its (m) other. In
order to preserve the dialectical emphasis here as it
subtends the notion of subject and object as dichotomous,
the reader should keep in mind for the purpose of this
discussion that the two are inextricably linked, both
materially and in terms of their abstract properties.
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The Object or Other
The most important aspect of an infant's environment is
the parents. In most instances, parents function as the
most important essential others for at least the first five
years of the child's life. The deeply embedded visual
-
emotional image of the parents is central to the infant's
experience of the world as a place that is organized and
responsive to the infant's psychological needs, providing
solace, appreciation, and opportunities for union with an
admired and protecting other (Galatzer-Levy & Cohler, 1993)
.
"Original objects," or "external objects," are those
primary caregivers who function as essential others as they
impact upon the infant's physical and psychological
development. The process of pre-Oedipal development (from
birth to approximately 3 years of age) , according to the
theory of object relations, is the process by which the
infant internalizes those objects along with the mutable
relational dynamics and affective states experienced through
the accretion of interactions over time. This
internalization is regarded as the foundation for psychic
structure and personality as well as the capacity for self-
regulation .
Schafer (1968) locates the internal object within the
subjective self. He draws the analogy to food, which may be
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experienced as being in the stomach or mouth and yet not
part of either. Further, he states:
In subjective experience, the person aware of his
engagement with internal objects or introjects feelshimself to be engaged with something other thanhimself; yet he will acknowledge that the object is
within him a.nd thus within his subjectivB
self ... internal objects exist inside the subjective
self as a place or a bounded space and outside the
subjective self
-as-agent [the "I"] and self
-as-object[the "me"]
. . .One may therefore speak of objects, as
Loewald (1962) does, as being characterized by more orless changeable degrees of internality or externality
(Schafer, 1968, p. 80-81)
Freud's Object
Freud regarded the object (Cashdan, 1988) simply as the
target of a libidinal drive, needing only to possess a
potential for discharging energy. Through the build-up of
psychic energy, the object becomes "cathected, " imbuing it
with the capacity to serve the aim of drive reduction.
Thus, the term "object" originally referred to the
psychological representation of people or physical objects
toward whom or which drives are directed. Whereas Freud
emphasized the object in terms of its capacity to satisfy
drive, i.e., as a means to an end, the object relationists
emphasize attachment to an object as the aim itself.
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Klein's Obiert
Melanie Klein (1930) was the first to establish a
conception of an internal object world organized around
internal object relationships. The internal world,
according to her view, consisted of unconscious split-off
aspects of Ego which are in relationship to internal
objects. Her theory has been criticized for its
unsatisfactory formulation of the theoretical status of
internal objects, which were conceived of as unconscious
fantasies capable of thinking, feeling, perceiving, and
responding
.
In terms of the development of the subject, Klein
regarded the actual mother as eclipsed by the fantasied
mother who is constructed by the infant on the basis of the
infant's projections. Klein (1930, p. 238) wrote, "The
child's earliest reality is wholly-phantastic . " In other
words, she relegated the actual mother- infant relationship
to a role secondary to fantasy. She did, however, regard
all fantasy as object related in content, and it is in this
way that her work is object relational in its emphasis.
What is referred to here, then, as the Kleinian object, is
the infant's first internal fantasy object which is
projected onto the actual mother.
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Winnicott' s oh-j^r^
Winnicott (1951, 1952, 1954, 1960a, 1972, 1986)
regarded maternal provision as the key element in the
development of the infant's psyche. Whoever was the source
of that provision was the infant's primary object.
Nonetheless, given the social norms, he largely spoke of the
primary object as "mother." Specifically, Winnicott
examined the nature and quality of maternal provision by the
primary object and delineated several key concepts involved
in the development of the infant, one of which was empathy.
The Good-Enough (M) other
According to Winnicott (1986), empathy is both a
psychological process, and a form of object relatedness
which occurs "within potential space, " (a concept which will
be elaborated below) . Empathy involves the dialectic of
"being" and "not being" the other. Within this context, one
plays with the idea of being the other while knowing that
one is not. By maintaining the possibility of multiple
identifications with the other vis-a-vis empathy, one
obtains the capacity to understand the overall emotional
configuration of others at any given time. Adequate
empathic attunement to the ever changing needs of the
developing infant, in tandem with adequate provision for
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those needs, constitutes the minimum required for successful
development. For this total maternal attitude to babies and
their care, which he regarded as stemming from "primary
maternal preoccupation" (1986, p. 22), Winnicott used the
term "good-enough mothering" (1986, p. 154) . in his later
works, he applied this concept androgynously.
The good-enough (m) other (Winnicott, 1972, 1986) begins
with a high degree of adaptation to the infant's needs based
upon a tremendous capacity that (m) others ordinarily have to
give themselves over to identification with the baby. To be
good-enough, parents need not be perfectly empathic with
every nuance of the infant's state. Rather, over weeks and
months, the infant learns to expect particular responses.
The "average expectable environment" (Hartmann, 1939)
provided by "ordinary devoted mothering" (Middlemore, 1941;
Robertson, 1962) leads the child to expect that parents will
respond appropriately to the child's distress, to
invitations to play, and to needs for care and comfort. The
concept of the good-enough mother, then, pertains to the
real versus the ideal in maternal provision. It
differentiates what is adequate and reasonable in terms of
parental provision from what is inadequate and therefore
subject to being idealized. Because the good-enough
(m) other generally behaves predictably, the infant can evoke
functional images of the essential other when the actual
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This is part and
caregiver fills the role imperfectly.
parcel of successful development
.
Building upon this foundation of general empathic
attunement, the good-enough mother provides a multitude of
"gentle failures" (Powers, 1988)
:
Adaptation decreases according to the baby's
growing need to experience reactions to
frustration. In health, the mother is able todelay her function of failing to adapt, till thebaby has become able to react with anger rather
than be traumatized by her failures. Trauma means
the breaking of the continuity of the line of the
individual's existence. It is only on a
continuity of existing that the sense of self, of
feeling real, and of being, can eventually be
established as a feature of the individual
personality. (Winnicott, 1986, p.22)
Defined as non- traumatic events in the life of the
infant, these gentle failures occur for a variety of
reasons. For example, a momentary preoccupation of the
caregiver, occasional incompatibility between parental
responses and the child's state, and brief family crises
constitute gentle failures. It is this good-enough though
imperfect maternal provision which leads to increased
adaptive capacities in children, according to Winnicott
(1986) . For the infant, the experience of being accurately
empathized with, the sense that for the most part others are
emotionally in tune, provides a validation of a sense of
self and a feeling of security which underlies healthy
development. "On the other side of the line, where
environmental provision is not good enough, the individual,
to some degree or perhaps to a high degree, is not capable
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of reaching to fulfillment of potential" (Winnicott, 1986,
p. 237)
. Thus, the quality of care informs the nature of
the infant's psychological attachment to the primary
caregiver (s)
.
The Holding/ Fac il i tat ing Environment
Winnicott (1951, 1952, 1954
,
I960, 1972, 1986)
envisioned the infant as born with the potential for unique
individuality of personality. A "True Self" can develop, he
thought, only within a context of a responsive environment.
For this to occur, the infant needs an environment that is
reasonably in tune with his or her psychological states.
Winnicott referred to such an environment as a "holding"
and/or "facilitating" environment.
Again, the theme of the facilitating environment, which
enables personal growth and the unfolding of the
maturational process, is rooted in a description of father-
mother care, and of the family function as supported by the
society (Winnicott, 1986, p. 119). Through a careful
reading of his text, it seems evident that Winnicott more
closely linked the term "holding" to maternal care, and
"facilitating" to paternal care, though the two terms are
slightly confounded in that he generally regarded all forms
of empathic attuned infant care as a "maternal" provision,
regardless of who supplied it. What he made quite clear is
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that development is facilitated through "holding," that "the
maturational processes alone cannot take the individual
through to his or her becoming an individual" (Winnicott,
1986, p. H9)
.
Winnicott (1972, 1986) used the term "holding" to refer
to an essential kind of experience that begins with the
physical holding inherent in the intrauterine life of the
infant. This includes but is not limited to the handling of
the infant. He broadened the scope to mean adaptive infant
care in its entirety, provided by a constellation of good-
enough objects:
Holding can be done well by someone who has no
intellectual knowledge of what is going on in the
individual; what is needed is a capacity to
identify, to know what the baby is feeling... In an
environment that holds the baby well enough, the
baby is able to make personal development
according to the inherited tendencies. The result
is a continuity of existence that becomes a sense
of existing, a sense of self, and eventually
results in autonomy. (Winnicott, 1986, p. 28)
The individual baby is born with inherited
tendencies that fiercely drive the individual on
in a growth process. This included the tendency
towards integration of the personality, towards
the wholeness of a personality in body and mind,
and towards object-relating, which gradually
becomes a matter of interpersonal relationships as
the child begins to grow up and understand the
existence of other people .. .Nevertheless
,
these
processes of growth cannot take place without a
facilitating environment, especially at the start
when a condition of dependence obtains which is
near absolute. A facilitating environment must
have a human quality, not a mechanical perfection,
so the phrase 'good-enough mother' seems to me to
meet the need for a description of what the child
needs if the inherited growth processes are to
become actual in the development of the individual
child. . .the thing that one day makes the child
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want to walk, and so on. if there is a qood-enough
. environmental provision, these things takeplace in that child. (Winnicott, 1986, p. 144 )
Winnicott notes that "a great deal of what the mother
does with an infant could be called 'holding,' and that much
of infant nurture is an ever-widening interpretation of the
word 'holding.'" For instance, continuity of care is a
central feature of the facilitating environment; it is only
through this continuity of environmental provision that the
infant in a state of dependence can have continuity in the
unfolding line of his or her life, "not a pattern of
reacting to the unpredictable and forever starting again"
(Winnicott, 1986, p. 154) . Further, acts of human
reliability (Winnicott, 1986, p.147) factor prominently in
holding and handling, and these make a communication to the
infant long before the infant can be considered verbal
. The
effect of reliability on the part of essential others is
that the infant develops a feeling of being loved in the
sense that the infant can rely on environmental support and
thus grow and develop. As this environmental reliability is
taken in by the infant through consistent experience, the
developing infant also becomes reliable.
Beyond the provision of the good-enough maternal
object (s), Winnicott (1986) saw the family, including the
father, as functioning to provide holding and facilitation
for the child via its "more and more complex manner of
introducing the Reality Principle while at the same time
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giving back the child to the child" (p. 23)
. By this
Winnicott meant that the demands of the outer world, which
are represented by the family, influence the child's inner
world as governed by the pleasure principle. Thus tempered
by the increasing demands of reality, the child's pleasure
seeking leads to a higher level of adaptive functioning. In
keeping with the notion of the family's function in the
development of the individual, Winnicott likewise regarded
the society as functioning to provide holding and
facilitation for the family.
The Transitional Object
Winnicott (1951) coined the term "transitional object"
to refer to a favored inanimate object (generally a blanket
or soft toy) which the infant adopts during the phase of
transitional phenomena, the second phase in a healthy
developmental sequence. The transitional object appears
when the infant loses a sense of oneness with mother, yet
has not fully developed the ability to view her as a
separate object. In this sense, the transitional object
subjectively functions as a symbol of the mother and
simultaneously may be regarded as both "me" and "not me."
The object is the infant's "first not-me possession"
(Winnicott, 1951) in that it represents a transitional mode
of experiencing the world, from being "all me" to being
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simultaneously "me and not me." As such, it must have
existence in material reality, and yet, from the infant's
perspective, the transitional object comes both from without
and within; it is not part of the infant's body and it is
not fully recognized as belonging to external reality.
Winnicott viewed the transitional object as existing in "an
intermediate area of experiencing, to which inner reality
and external life both contribute ... The area between the
subjective and that which is objectively perceived." The
transitional object belongs to the realm of illusion, or
"potential space" (Winnicott, 1967a, p. 99), and
experientially bridges the internal and the external worlds.
The aspect of illusion regarding the transitional object is
that the object is both created and found by the infant, a
paradox "to be accepted and tolerated and respected ... and
not to be resolved" (Winnicott, 1971, p. xii) .
The function of the transitional object is to
facilitate the infant's capacity to self sooth in the
psychological or physical absence of the mother. It is
cathected with feelings, functions, and characteristics of
an object that was gratifying in one developmental stage,
but that does not fully meet the needs of the next
developmental stage. In this way, it mediates the process
of internalization of the functions once provided by that
essential other, now represented by the transitional object.
According to Greenberg and Mitchell (1983, p. 195) , the
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transitional object functions as "a developmental way
station between hallucinatory omnipotence and the
recognition of objective reality." The infant's illusion of
omnipotence gives way as mother's imperfection is revealed
through her gentle failures (Powers, 1988) at empathic
attunment (i.e., she is good-enough versus ideal). As the
infant differentiates, the "mother-infant" begins to be a
mother and an infant. Through this developmental
achievement, the infant reacquires an intermediary sense of
omnipotence with the acquisition/creation of the
transitional object. Thus, the mother's function in the
regulation of the infant's dynamic experiential state is
now, in part, given by the infant to the transitional
object. This shift in infantile preoccupation serves the
mother and the infant mutually in healthy development.
The transitional object itself is the target of the
infant's action as well as feeling. In times of stress, the
infant finds comfort in fondling or mouthing the object. At
other times, it may be excitedly loved, damaged, and hurt--
and significantly, it survives. The only one who can modify
the transitional object is the infant, as modification by
anyone else results in its loss of function for the infant.
While it is the infant's illusion of omnipotence in relation
to the transitional object which is key, the transitional
object is "neither under magical control (like
hallucinations and fantasies) nor outside control (like the
86
real mother)" (Greenberg and Mitchell, 1983, p. 195 ).
Greenberg and Mitchell (1983, p.195), in highlighting the
"ambiguous and paradoxical status" of the transitional
object, note that it is because of this status that the
transitional object aids the infant in negotiating the
gradual shift from the experience of him or herself "as the
center of a totally subjective world" to the sense of him or
herself "as a person among other persons."
According to Winnicott (1951), the fate of the
transitional object is that it is gradually decathected. It
is not forgotten, missed, mourned, or repressed. Rather
than be internalized, it loses meaning as the feelings
involved become diffused "over the whole intermediate
territory between 'inner psychic reality' and 'the external
world as perceived by two persons in common' ..." (p. 91) .
In other words, as the infant's Ego capacities develop and
the delineation between self and primary object strengthen,
the infant's need for an object which is both "me" and "not-
me" decreases.
Fairbairn's Object
Unlike Klein, who regarded the external object
primarily as the target of the child's fantasies,
destructive or otherwise, Fairbairn regarded the external
object as the source of the child's sense of self.
87
Initially, it is inconceivable for the infant to recognize
the mother who gratifies the infant's needs as the same
mother who occasionally frustrates the infant; they are not
regarded as one and the same object. Fairbairn's object,
then, is an external object internalized by the infant in
the form of part objects: The "ideal object," and the "bad
object," the latter of which is further split into the
"exciting/frustrating object," and the "rejecting object."
Fairbairn (1941) described two forms of attachment to
the bad internal object: The attachment of the craving self
to the tantalizing object, and the attachment of the wronged
and spoiling self to the unloving, rejecting object. This
splitting °f the object as it is internalized results in
various Ego states within the infant
. Those Ego states
associated with the bad object (the libidinal Ego and the
anti-libidinal Ego respectively) remain repressed in the
unconscious, and the one Ego state which is associated with
the ideal object (the central Ego) manifests in the
conscious life of the individual.
Thus, the "ideal" and the "bad" mother are deemed so
according to how well the infant's needs are met and
consequently how the infant feels at any given time. At
this stage, the infant is simply not able to tolerate hating
the same object that it also loves.
Whereas Winnicott's "good-enough mother" exists in
material reality in the form of the actual, external mother
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are
who protects the infant from psychic overload, the "ideal
mother (part object) and the "bad mother" (part object)
the internal products of the infant's defensive need to
preserve what is good and protect the infant from what is
not. The bad mother becomes "split" off from the good
mother and both aspects are introjected in order to maintain
the good object in its idealized state. it is because it is
not spoiled or destroyed by the bad object that the ideal
object may be used in the formation of the central Ego.
Mahler's Object
Mahler s view of object relations (1968) emphasizes the
real interaction with actual external objects as opposed to
the hypothetical construct articulated by the British middle
group of object relations theorists, which places more
emphasis upon the role of fantasy, projection, and deep
structural "anticipation" of objects. In Mahler's model,
internalization follows from the actual interaction. The
early object is not predominantly created by the infant; it
is responded to, influences and is influenced by the infant,
and modifies the infant's psychological structure through an
internalization process.
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Attachment Styles
Given the extended period of physical dependency for
the human infant, attachment may be regarded as
evolutionarily adaptive. In this sense, a biologically
determined caregiving tendency in the adult complements the
child's attachment. Bowlby (1973, 1982, 1988) believed that
mental representations of self, others, and the environment
are established in order to manipulate the environment and
maintain needed attachments in the interest of survival
.
The wish to explore the environment, which may be seen as
competing with the wish for attachment, can be satisfied
with comfort only when a child has a secure home base.
Good-enough mothering is an essential component of this
sense of security.
There are three major patterns of attachment that seem
to be stable over time: Secure attachment, anxious
resistant attachment, and anxious avoidant attachment
(Ainsworth, 1982/ Bowlby, 1988; Bretherton, 1985). Once
established, these patterns of attachment tend to persist;
furthermore, the child tends to create an external
environment consistent with the pattern and to generally
repeat it in future relationships in the absence of
mediating factors.
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Secure Attachment
"Secure attachment occurs when the
parental figure is available, responsive, and helpful in
adverse or frightening situations; this allows the child to
boldly explore the environment and be competent in his or
her efforts. The pattern is promoted by the parent's ready
availability, sensitivity to the child's signals, and loving
responsiveness. It is this type of attachment which tends
to characterize the infant whose needs are provided for by
the good-enough mother.
Anxious Resistant Attachment . "Anxious resistant
attachment occurs when there is uncertainty about parental
ity
, responsiveness, or helpfulness; this leads the
child to experience separation anxiety, clinging, and
anxiety about exploration. This type of attachment pattern
seems to be fostered by actual parental responses and by the
use of threats of abandonment to control the child.
Anxious Avoidant Attachment
. "Anxious avoidant
attachment" describes a situation in which not only does the
infant not anticipate receiving appropriate care, but also
expects to be rejected, which leads the child to avoid
making potentially necessary or fruitful attachments.
Given the general persistence of attachment style and
the individual's tendency toward repetition of what is
familiar, the mentoring dyad will reflect this dynamic as a
91
component of "fit"; the result will either be relatively
smooth sailing or the creation of obstacles to the task of
the mentoring relationship.
Kohut 's Object
Kohut (1971) differentiated the "libidinal object" from
the selfobject." By "libidinal object," he meant the
object toward whom "object libido" is directed. It pertains
to the situation in which one becomes attached to a distinct
other and so directs energy toward that person. By
" self obj ect , " Kohut meant the object of "narcissistic
libido," i.e., psychological energy which is ordinarily
directed toward the self. Selfobjects consist of attributes
of others who, from the point of view of the outside
observer, are other people, but who nonetheless function
subjectively as aspects of the self. That is to say, they
are expected to function in the same way one expects other
aspects of the self to function- -not with wills and wishes
of their own. "Just as we expect our hand to bring the
glass to our mouth when we intend to drink, so too the
selfobj ect is expected to perform automatically its needed
functions" (Galatzer-Levy & Cohler, 1993).
When this does not transpire, the self obj ect takes on
(separate) object status which is experienced as a
narcissistic injury owing to the failure at accurate empathy
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on the part of the selfobject. In response to the failure
of the selfobject, the person may make a desperate attempt
to replace the selfobject function, deny the need for the
selfobject, or experience intense states of rage (Kohut,
1971, 1977, 1984)
. While selfobjects function to some
degree in everyone, Kohut asserted that selfobjects function
throughout the course of life in those individuals with
disorders of the self
. It is his focus upon the primitive
selfobject function during infancy which is of particular
relevance here as it pertains to the mentoring function and
relationship. Kohut (1971) described two very common
selfobject functions: Mirroring and idealization.
The Mirroring Object
The selfobject's mirroring response realistically
reflects back to the infant what the infant puts forth about
him or herself in the interaction with the selfobject.
Mirroring thus affirms the fragile self, and supports the
individual's sense of grandeur, vitality, cohesiveness, and
goodness; this allows the infant to feel fully recognized,
supported, and appreciated. Additionally, the mirroring
aspect of selfobjects yields a characterologic self-
assertiveness and realistic ambition. The prototype of the
mirroring response is the glowing parental enthusiasm for
the infant as the infant acquires new levels of mastery. Ir
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mirroring, the mother allies with the infant's need for
secure attachment. As the infant's needs for mirroring are
met and it develops a sense of security, it is ready to take
on new developmental challenges in terms of further
feren t-i- a t ing from the mother. By virtue of his
subjective status, the father functions as a model of
otherness, beckoning the growing infant towards greater
autonomy. First this results in a progressive sense of self
as distinct from both the maternal /mirroring object and the
paternal / ideal i zed and idealizing object; second, it results
in an increased capacity for attachment or object
relatedness
.
The Idealized and Idealizing Object
Various forms of idealization of the selfobject
similarly support the self by attachment to a more powerful,
benign and protective other. This allows the infant to feel
intact and whole, and is experienced subjectively as a sense
of goodness and strength. Additionally, the idealizing
aspect of selfobjects yields to a flexible set of
internalized ideals and values. For example, a child may
feel great and powerful because he or she is the daughter of
an admired father. In providing the experience of
idealization through the identification with the idealized
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object, the father allies with the infant's need for
differentiation
.
Ogden's Obi err
The concept of "object cathexis" (Freud, 1911, 1912a)
in Freud' s classical theory is the precursor to the
"creation" of the "subjective object" (Ogden, 1994 )
.
Subjectivity and subjective objectivity, then, arise out of
a dialectic interplay of subjectivities. The object arises
out of a dynamic process of co-creation by self and other.
The Subject or Self
The extensive literature on the concept of the self
highlights both its central importance and the enormous
difficulties associated with it (Meissner, 1986; Yardley &
Honess, 1987; Galatzer-Levy & Cohler, 1993; Alfors, 1991)
.
The Buddhist philosophy holds that one who is dedicated to
finding the self is like "a man who says that he is in love
with the most beautiful woman in the land, but is unable to
specify her name, her family, or her appearance" (Digha
Nikaya, as quoted in Carrithers, 1983)
.
According to Schilder (1935), the early psychoanalytic
conception of the self revolved around the image of the
body. As such, the self was regarded as a mental
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representation of the person and his or her function. Yet
it is clear that in many situations we become aware that the
body does not define the boundaries of the experienced self
(Galatzer-Levy & Cohler, 1993), and in fact, that the
boundaries of the subjective self may fluctuate. Though not
necessarily reflecting a conscious level of subjectivity,
the self is an integrated whole over space and time, the
experience of which is that of "being" a center of
initiative. The self is a subjective referent involving t;he
notion of one's own experience which is not necessarily
identical with that of other people, and yet may potentially
be shared. The point of view of a subjective self posits
separate but communicating realms of subjectivity with other
people, yet it should not be confused with what an outside
observer may perceive it to be.
The apparent logical contradiction between the self as
a mental representation and the self as an effective agent
may be resolved through dialectic. With the development of
language, a symbolically manipulable representation of the
self emerges. Statements can thus be made about the self,
and in the process such statements reshape it. Through the
use of language it becomes possible to conceive of the self
in circumstances other than those which prevail in the
present. The possibilities for fantasy about the self are
greatly enriched and it becomes possible to develop a
narrative about oneself . Representation in narrative may
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evolve and change in many different relationships to the
self as it is also developing. It is through this sort of
mental representation, along with the mutable visual image,
that the self becomes a center of initiative through
effective agency.
Elaborating on the cognitive aspects of self
experience, Emde (1983) posits an affective core of the self
involving both the subjective experience of affect and the
patterning of affective responses which persist over time.
According to Galat zer-Levy and Cohler (1993), the idea that
affect is central to self experience is attractive because
it corresponds to the centrality of emotion in psychological
function; this is consistent with the idea that affective
interchange between infant and environment is crucial to the
development of the self. To these ideas, Galatzer-Levy and
Cohler (1993, p. 28) advance the notion that the self makes
experience coherent and thus meaningful
. To further
articulate some of the important psychoanalytic
contributions to a theory of self and subjectivity, the
following review is offered.
Freud's Subject
Freud's conception of the subject remained largely
implicit in his writings. In his earliest articulation
regarding subjectivity, Freud (1900, 1911) regarded the
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infant as existing initially within a solipsistic world of
hallucinatory wish fulfillment based upon the interplay of
biological maturation of the organism and actual experience
with objects. The infant's utilization of hallucinatory
wish fulfillment to insulate him or herself from frustrating
external reality naturally give way with biological
maturation to efforts to utilize actual experience of
frustration to find other, more effective, adaptive, and
indirect ways of gratifying instinctual needs.
In his later writings, Freud (1914b, 1923) depicted the
self primarily as a bodily self concerned with the
principles of pleasure and pain. He called the pre-self
experience "auto-erotic," focusing first on the infant's
experience of discrete body zones. He believed that the
self emerges partly because of the double- touch phenomenon-
-
when we touch part of our body we feel two sensations, one
from the part that touches, the other from the part that is
touched. The sense of self as a progressively integrated
psychophysical experience was thought to emerge gradually as
the infant moved from a state of auto-eroticism to
narcissism. While in an auto-erotic state, the experience
of the various parts of the body acting together enlarges
the experience of a cohesive bodily self.
Following the auto-erotic state, the narcissistic state
is characterized by an interest in a cohesive self resulting
from the infant's discovery that physical gratification
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occurs in relation to other people. The infant's awareness
of his or her body, according to Freud, progresses from
oral, to anal, to phallic, through a period of latency, to
genital; it is the last stage which Freud thought of as the
stage of mature relatedness. Although the self clearly
includes bodily experience, central aspects of self
experiences such as having a will and the need for coherence
and vitality of experience through time and space (Stern,
1985) remain outside the idea of a bodily self; accordingly,
Freud's notion of the self as a bodily self has given way to
more sophisticated psychological constructs.
Reflecting on the Freudian subject, Ogden (1994)
states:
The Freudian conception of the process by which
the subject is constituted is fundamentally
dialectical in nature and involves the notion that
the subject is created and sustained (and at the
same time decentered from itself) through the
dialectic interplay of consciousness and
unconsciousness ... a concept of the subject in
which neither consciousness or unconsciousness
holds a privileged position in relation to the
other; the two co-exist in a mutually creating,
preserving, and negating relationship to one
another. (Ogden, 1994)
Within the context of Freud's Id psychology, the Ego
was a byproduct of the conflict between the powerful drives
of the Id, and the equally powerful prohibitions of the
Superego, which developed to keep the Id in check. The
paradigm for conflict is the Oedipal rivalry, which
emphasizes the father-child relationship as seminal in terms
of character formation and neurosis. Clearly, Freud viewed
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drives as primary and objects as secondary, or "subordinate
to the aims of drive gratification" (Greenberg and Mitchell,
1983) . Accordingly, the original intrapsychic conflict of
Freud's model is projected into the real world of objects
(object cathexis) and played out through transference
repetition, a drama unconsciously designed to give
expression to both drive and defense as they function in
tandem
.
Klein' s Subi ect
Following on the heels of Freud's drive theory, and its
emphasis upon the Oedipal, Klein was the first to venture
into the realm of object relations as the matrix of the
developing self. Her pioneering work formed a bridge to
neo-Freudian psychology and shifted the focus from the
Oedipal period to the pre-Oedipal period, placing the
emphasis upon attachment as opposed to drive and
intrapsychic conflict. In spite of this shift in focus,
Freud' s theory of the life and death instincts (Eros and
Thanatos) remained important in Klein's work.
Klein regarded the life and death instincts delineated
by Freud as the earliest source of fantasy in the psychic
life of the infant; in other words, fantasy was the psychic
representation of instinct (Klein, 1952a) . Given that
instinct is a biological entity, fantasy is the psychic
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representation of one's biology. Because the infant's world
is a bodily world, Klein regarded fantasy as the infant's
attempt to transform somatic events into mental form through
the interpretation of subjective experience. The source of
this transformation is the Id (Klein, 1958, p. 238-239)
Like the object relations theorists who followed, Klein
considered the mother- infant relationship as central in the
development of the self. However, unlike more recent
theorists, Klein underscored not the actual mother-infant
relationship but the fantasy aspects of that relationship in
the psychic life of the infant. In Klein's model, the
actual or interpersonal relationship between mother and
infant plays a secondary role even though fantasy is always
object related. The mother- infant relationship as focused
upon by Klein, then, was an amalgam of biological endowment,
instinct based fantasy, and actual experience. When the
infant interprets experience according to the death
instinct, it is attributed aggressive and dangerous
meanings, and when experience is interpreted according to
the life instinct, it is attributed nurturing, loving
meanings. The role of actual experience with the mother is
important but secondary:
To what extent the strength of the ego can be
maintained and increased is in part affected by
external factors, in particular, the mother's attitude
towards the infant. However, even when the life
instinct and the capacity for love predominate,
destructive impulses are still deflected outwards and
contribute to the creation of persecutory and dangerous
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objects which are re- introj ected
.
(Klein, 1958, p.
Klein emphasized how the infant's actual experience served
not to create, but to confirm what the infant was ready to
perceive. She stated: "Even the child who has a loving
relationship with his mother has also unconsciously a terror
of being devoured, torn up, and destroyed by her" (Klein,
1963b, p. 277) .
Klein (1946, 1948, 1958) viewed" the infant as a
distinct psychological entity from birth. She understood
psychological development as a "series of biologically
determined defensive transformations engaged in by the
infant to take care of himself in the face of internal and
external danger" (Ogden, 1990, p. 170). In efforts to
survive the state of infantile dependence, the infant makes
use of defensive "splitting" with regard to various aspects
of the primary object, the mother. From the beginning, the
infant relates not to fantasies of the whole-object mother,
but to fantasies of mother split into part-objects which
symbolize the life and death instincts.
Thus, the infant's first fantasies center upon the
mother's breast as the source of life and death. The breast
that gratifies (the good breast) through timely feeding is
taken in psychically by the infant as a part-object in the
form of a mental representation of what is ideal and life
sustaining. The breast that frustrates (the bad breast) is
likewise taken in as a part-object representing what is
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persecutory and therefore endangering of life. On the basis
of a symbiotic link between the yet inchoate self and the
object-mother, the following equation comes into being for
the infant at a primitive, sensate level: Good breast =
good baby = life; bad breast = bad baby = death.
Here, the defensive splitting of what is "good" and
what is "bad" serves to separate the endangered from the
endangering, thereby preserving and protecting the life
instinct and all that is associated with it from the
destructive forces of the death instinct. The good breast
is thus idealized by the infant on two counts: It is
perceived as fulfilling "the greedy desire for unlimited,
immediate, and everlasting gratification," and it "forms the
corollary of the persecuting breast ... insofar as
idealization is derived from the need to be protected from
persecuting objects, it is a method of defence against
anxiety" (Klein, 1952c, p. 64)
.
These forces of creation
and destruction figure prominently in Klein' s conception of
psychic development which requires many repetitions of this
sequence in order for the Ego to emerge from the Id and the
subject to differentiate from the object.
Klein articulated this process of the emergence of
subjectivity with the concepts of the "paranoid-schizoid
position" and the "depressive position" (Klein, 1946, 1952a,
1952c) . Klein used the term "position" to refer to a level
of psychological organization with its characteristic form
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of obj ect-relatedness
,
form of symbolization, modes of
defense, types of anxiety, maturity of Ego and Superego
functioning, etc. Positions or "states of being," are not
passed through, but rather continue throughout life as co-
existing modes of organizing and processing experience
(Klein, 1952a; Bion, 1950, 1963).
Klein regarded the infant at birth as existing in a
closed intrapsychic system in which experience is
presub j ective
. She labeled this the "paranoid-schizoid
position." The self in the paranoid-schizoid position is
the self as object (i.e., as "it"), as opposed to the self
as subject (i.e., as "I") capable of self
-reflection. It is
at this level of sophistication that the infant in the
paranoid- schizoid position "interprets" experience. In
other words, events are what they are; interpretation and
perception are treated as identical processes by the infant
during this phase since there is not yet an interpreting
" I .
"
Ogden notes
:
The paranoid-schizoid position is "schizoid" because in
this phase, the infant relies heavily upon splitting of
self and object as a defense and a mode of organizing
experience; it is "paranoid" because the infant relies
on projective phantasies and projective identification
in an effort to defend himself against obj ect - related
dangers, which, according to Klein (1948), represent a
system of meanings derived from the death instinct.
The leading anxiety of the paranoid-schizoid position
is the fear of annihilation of oneself and one's valued
objects... it is the inability to adequately employ
splitting that, among other conditions, can lead to
severe psychopathology, including schizophrenia.
(1990, p. 52)
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Paradoxically, the achievement of adequate splitting isthe necessary groundwork for the eventual integration
of part-objects and parts of self into whole objects
and a continuous sense of self. The reason for this is
that only when one has achieved relative freedom from
the anxiety that loving experience is, or is about to
be, contaminated by hating experience, and vice versa,
that one may dare to bring these different facets of
experience into closer relation with each other
(1990, p. 59)
Splitting allows the infant, child, or adult to love
safely and hate safely, by establishing discontinuity
between loved and feared aspects of self and object.
Without such discontinuity, the infant could not feed
safely and would die. Basic to the state of being
characterizing the paranoid-schizoid position is the
continual rewriting of history in the service of
maintaining discontinuities of loving and hating
aspects of self and object. It is essential that only
one emotional plane exist at a time. Otherwise, object
relations become contaminated and, as a result,
unbearably complex for the primitive psyche. (1990, p.
65)
From this initial presubj ect ive mode of experiencing
which is impersonal and non-reflective in its nature and in
which the infant and its objects relate as part-objects, the
infant attains the capacity to experience life from what
Klein referred to as the "depressive position." It is
within the depressive position that the infant experiences a
subjective self capable of self -reflection and whole-object
relating, and this hinges upon the capacity for guilt as a
precursor for empathy.
This does not mean that the infant leaves the paranoid-
schizoid position behind at the onset of the depressive
position; it rather establishes "a dialectical relationship
between the two, a relationship in which each state creates,
preserves, and negates the other, just as the conscious and
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unconscious mind do in Freud's topographic model" (Ogden,
1990, p. 67)
.
This capacity to maintain the dialectical
relationship between the positions remains throughout life.
Klein regarded the depressive position as involving a
monumental psychological advance characterizing a particular
world view which forms the basis for maturity. Ogden notes:
The ’depression" of the depressive position is not
something that is overcome or worked through in order
to get to another phase of development
. Feelings of
loss, guilt, sadness, remorse, compassion, empathy, and
loneliness are burdens that are unavoidable if one is
to become a historical human being in the depressive
position. What one gains is subjective humanness and
the potential to be free to make choices. This is not
a dilemma that one resolves: one is stuck with it, with
°f its advantages and disadvantages, unless one
regressively flees from it into the refuge and
imprisonment of the paranoid-schizoid position or
through the use of manic defenses. (1990, p. 98-99)
Entering into the depressive position may be regarded
as the birth of the historical subject, and this occurs at
the moment the infant becomes capable of experiencing him or
herself as the interpreter of his or her perceptions.
According to Bion (1962a, 1963, 1967), it is the
psychological -interpersonal process of "projective
identification" (i.e., a two-person phenomenon of
psychological exchange of thoughts and feelings further
defined in the next section)
,
in tandem with
psychophysiological maturation and a predominance of good
experience, which is the primary vehicle for movement from
the paranoid- schizoid position to the depressive position.
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Ogden ( 1990
,
p. 70 - 71 ) elaborates upon the work of
Klein and Bion by arguing that the maturational factors
include a diminution of instinctual drive intensity, and an
unfolding of cognitive capacities such as reality testing,
symbol formation, modulation of affect, and memory. With
these developmental changes as a foundation, the integration
of part-objects and parts of self become possible when good
experience predominates
. Part of what constitutes good
experience is the mother's containment of the infant's
projective identifications.
Projective identification allows for an exit from the
initially closed system of the infant's psychic reality
through interaction with the mother, whose job it is to
contain the projective identification. "Containment
involves not only an alteration of that which has been
projected, but also an alteration of the projector in the
process of creating the type of emotional linkage that is
involved in projective identification" (Ogden, 1990, p. 36).
When this occurs, the infant's ideal and persecutory
internal objects are modified by reality. The infant can
thus begin to discriminate new experience from that which
had been anticipated. In other words, the infant's
instinctual preconceptions are modified and thus the infant
is able to learn from experience. It is because of this
developmental advance that the integration of good and bad
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part-objects occurs, allowing for the consolidation of whole
obj ect- relatedness as self is differentiated from object.
Whereas persecutory anxiety experienced as the fear of
annihilation characterizes the paranoid-schizoid position,
depressive anxiety experienced as the fear of the loss of
the object characterizes the depressive position. To fear
the loss of the object is to be differentiated from it. The
lost object is experienced as a whole and separate human
being who one fears one has driven away, harmed, or killed.
Mourning (Freud, 1917) is the working through of depressive
anxiety. The development of the capacity to make
reparations of a non-magical type is one of the hallmarks of
the depressive position, and results in the capacity for
whole obj ect - relatedness
. In the depressive position,
history cannot be rewritten as it can, and is, in the
paranoid- schizoid position.
Projective Identification
Klein (1935)
,
in contrast to later object relation
theorists, conceived of the infant as perceiving in the
mother and the outer world what the infant has projected
into them, and then internalizing it anew. This notion
evolved into the concept of "projective identification," by
which Klein (1958) meant the elaboration of the process of
splitting in which one uses another person to experience at
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a distance that which one is unable or unwilling to
experience oneself. Essentially, she viewed projective
identification as a defense against psychic reality.
(1952, p. 149) first described projective
identification as an interpersonal process in which one
oneself "being manipulated so as to play a part, no
matter how difficult to recognize, in somebody else's
phantasy." Ogden (1990) elaborates Bion's conception by
saying the following:
In the interpersonal setting, the person
projectively identifying engages in an unconscious
phantasy of ejecting an unwanted or endangered
aspect of himself and of depositing that part in
another person in a controlling way.
Interpersonal pressure is exerted on the
"recipient" of the projective identification,
pressure that is unconsciously designed to coerce
the "recipient" into experiencing himself and
behaving in a way that is congruent with the
unconscious projective phantasy. (1990, p.145)
Ogden (1990, p. 150-154) regards projective
identification as "a universal feature of the
externalization of an internal object relationship, i.e., of
transference." Through projective identification, the
recipient is induced by the projector to identify either
with that split-off aspect of the projector's Ego which
remains identified with the self (concordant identification)
or that aspect which is identified with the internal object
(complementary identification) (See Racker, 1957). Through
concordant or complementary identification, the recipient of
a projective identification is able to form a deep
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understanding of the projector. The implication is that
projective identification is not only a defense against
psychic reality, but also a means of communicating to the
^ ipisnt by impact, so to speak. Winnicott (1971) referred
to this as "direct communication" via the induction of
feeling in the recipient.
Bion (1962a) notes that under optimal circumstances,
the recipient "contains" or "processes" (i.e., handles
maturely) the evoked feelings and ideas; this allows the
projector to reinternalize a more manageable version of that
which has been projected such that it may be integrated into
the projector's personality. In this sense, projective
identification serves as a potential means of healing the
psychic split through the modification of an infantile
preconception of the external object on the part of the
proj ector
.
Whereas empathy is both a psychological process and a
form of obj ect-relatedness
,
so too is projective
identification. However, the former involves the
maintenance of potential space (Winnicott, 1971), the latter
the collapse of potential space. As such, empathy occurs
within the context of both being (through empathic
identification) and not-being the other. Within this
context of potential space, one plays with the idea of being
the other while knowing that one is not . In this
dialectical process which diminishes the danger of the
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collapse of potential space, empathy involves the capacity
for multiple trial identifications with the other.
In contrast, projective identification can be
understood as a psychological-interpersonal process
involving a form of defense, communication, and object-
relatedness occurring outside the dialectic of being and
not-being the other, i.e., outside of potential space.
Interpersonally
,
projective identification is the opposite
of playing, as Winnicott (1971) construed it. Through the
coercive enlistment of another person to perform a role in
the projector's externalized unconscious fantasy, the
recipient's ability to experience his or her own subjective
state as psychic reality is threatened.. In other words, the
recipient's psychological dialectical processes by which
symbolic meanings are generated and understood are limited
by the projector's action. With the collapse of potential
space, which occurs via effective and powerful projective
identification, neither party can conceive of self or other
any differently or less intensely than is the case in the
immediate situation (Ogden, 1982).
With regard to projective identification, what varies
from situation to situation, according to Ogden (1990, p.
154) is "the degree to which the external object is enlisted
as a participant in the externalization of the internal
object relationship" through transference enactment. In
transference enactment, the external object's identification
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is with an aspect of the projector's Ego which exists within
a particular unconscious internal object relationship.
Specifically, transference (and countertransference)
represent (s) a particular form of interpersonal
externalization in which another person is treated as if he
or she were the obj ect- component (as opposed to the subject-
component) of an internal object relationship.
The "processing" of a projective identification by the
recipient of such can be understood as the act of
reestablishing a psychological dialectic (of me and not-me)
in which the induced feeling state can be experienced,
thought about, and understood by the interpreting subject.
Prior to processing, this dialectical process is limited by
the recipient's unconscious participation in the projector's
unconscious fantasy. Effective processing involves both
intrapsychic/subjective and interpersonal/intersubj ective
dimensions. When it occurs, the set of meanings generated
allows for a greater understanding of the transference.
This frees the former recipient of a projective
identification from feeling compelled to act upon, deny, or
accept the inevitability of his or her current experience of
self and other.
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Fairbairn' s Sub-jprf
While Fairbairn (1946, 1954) remained close to Freudian
drive theory, he was one of the first to highlight the
object relational premise that the Ego or self never
develops outside the context of interpersonal relationships.
The desire for relatedness, he thought, was the motive force
behind human behavior. In his theory of human development,
Fairbairn (1963) outlined a maturational sequence which
stressed relationships rather than the reduction of
erogenous tensions. Accordingly, libido was regarded not as
pleasure-seeking, but obj ect- seeking
.
Central to Fairbairn' s model was the mother- inf ant
relationship, but unlike Klein, who focused upon the
infant's destructive fantasies and tendencies in relation to
the mother, Fairbairn (1941b) focused upon the infant's
dependency upon the mother. He articulated this theme by
delineating three broad developmental phases beginning with
"early infantile dependence, " moving through a "transitional
period, " to "mature dependence" and autonomous functioning
in adulthood.
During the primitive period of "early infantile
dependence, " the infant is psychologically merged with the
mother. Fairbairn (1963) refers to this primitive state of
existence as "primary identification, " and notes that it
involves no significant differentiation from the object.
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The first and third phases of dependence are mediated
by a transitional nondiscrete period during which "there is
a gradual expansion and development of personal
relationships with objects, beginning with an almost
exclusive and very dependent relationship with the mother,
and maturing into a very complex system of social
relationships of all degrees of intimacy" (Fairbairn, 1946,
p. 144) . This lifelong process means both establishing
relationships with differentiated external objects and
simultaneously differentiating from one's internal objects.
Greenberg and Mitchell (1983, p. 160) highlight
separation as the key factor mediating the transition from
infantile dependence to mature dependence. They agree that
this is a conflict laden negotiation in which there is a
struggle between dependency needs and needs fostering
development. In Fairbairn' s (1958) view, neurosis is the
result of an inability to relinquish infantile dependency.
During the third period, that of "mature dependence,"
relationships are marked by mutuality and exchange. At this
stage, self and object are differentiated and both are
cognizant of the healthy dependence which underlies their
interaction. Cashdan (1988, p. 9) states, "It perhaps is
more correct to call this stage the stage of mature
interdependence rather than dependence, for it is tne
recognition of mutual reliance and the ability to tolerate
difference that mark maturity for Fairbairn."
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Like Klein, and other object relation theorists who
followed, Fairbairn's (1963) model of development relies
heavily on the psychological concept of splitting to account
for the means by which early dependency upon mother becomes
structurally incorporated into the child's Ego. Through
parallel Ego splitting, the internalized forms of the "ideal
object" and the "bad object" (the latter is comprised of
split-off part objects referred to as the "exciting object"
and the "rejecting object") find expression through
idiosyncratic Ego states. Cashdan (1988) states:
The enticing aspects of the mother [the "exciting
object"], for example, give rise to an infantile
libidinal ego. This is a part of the psyche which is
always thirsting but never satisfied. The child
dominated by this type of ego state is a child who
feels perpetually frustrated and deprived. (p. 11)
The rejecting object gives rise to an anti-libidinal
ego. This is the part of the ego which is hateful and
vengeful. It is full of bitterness and rails against
the denial it has experienced. It desperately longs
for acceptance; it yearns for the union and
connectedness it feels it deserves. But it is
dominated by the ever present fear that it is unlovable
and unwanted. (p. 11)
Finally, there is the central ego. This is the part of
the ego that derives from the ideal object. It is the
only part still connected with those parts of the
mother which were once gratifying. The central ego
results in conforming behavior once the more disturbing
aspects of the other two states have been split off.
(p. ID
Of the various states, only the "central ego" is
available for relationships with real people in the
real world. The other two tend to be repressed because
they create pain. But isolation, or splitting off, of
these parts leaves the inner world fragmented and
leaves large segments of the self cut off from
consciousness . This forms the basis for the
development of psychopathology. (p. H)
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In other words, the child attempts to protect and preserve
the gratifying mother, both internal and external, by
splitting that aspect off from those aspects which are
rejecting and frustrating. As a result, an entire realm of
internal experience is repressed. As such, those painful
aspects of self are not amenable to conscious control, and
thus they are experienced as feelings of frustration,
persecution, and self
-denigration
. Cashdan (1988, p. 11 )
^^tss that extremes in splitting result in the preservation
of infantile dependence in ongoing external object
relationships. In such cases, the core fear is that of
abandonment. When real or imagined separation is
threatened, the disturbed individual responds to the
interpersonal world with either more intense expressions of
neediness or with rage.
Fairbairn' s (1941b, 1963) view of self -development as
deriving from interactions with the external mother relies
heavily upon the notion that the child's psyche is, in a
sense, the derivative of the mother, that what is reflected
in the internal world is indeed the external world.
Winnicott's Subject
According to Winnicott, the infant in the beginning "is
the environment and the environment is the infant" (1986, p.
72) . By a complex process, the infant differentiates
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objects and then the environment from the self. There is a
half-way state in which the object to which the infant is
related is a "subjective object," having no subjectivity of
its own but only existing to provide for the infant in need.
The subjective object in actuality is only an illusion
created by the infant and the external
-object -mother who has
always been there, and affords the infant a modicum of
insulation from environmental impingement. It is the
successful creation and maintenance of this illusion which
allows the infant to be oblivious to the existence of the
external
- obj ect -mother who exists outside the realm of his
omnipotence. In time, this will change.
During the period of the subjective object, i.e., from
the earliest time in the life of the infant, the aspect of
maternal provision referred to as the holding environment,
or "psychological matrix" (Ogden, 1990)
,
is continually
eroding. Through the experience of gradual disillusionment
as a result of this erosion over a period of months, the
infant begins to generate and maintain his or her own
psychological matrix. This occurs as the mother weans the
infant from the maternal provision of the holding
environment that has served as the infant's psychological
matrix. In the course of this weaning process, the infant
loses the illusion of omnipotence and develops the capacity
to be alone (Winnicott, 1958a) . This capacity relies upon
the infant's use of transitional objects in the absence of
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the object-mother. Loss of the object-mother is reacted to
with feelings of sadness, loneliness, guilt, and sometimes
desolation. "if the capacity to be alone has been achieved
(that is, if the environmental mother has been
internalized)
,
this loss can be survived" (Ogden, 1990, p.
188) .
If, on the other hand, the capacity to be alone has not
been achieved, the inevitable disruption of the
interpersonal matrix will result in the infant employing
whatever Ego defenses are necessary to sustain the loss;
this includes primitive forms of splitting, projection,
introj ection, denial, and idealization. Winnicott viewed
these mechanisms not as defenses against the death instinct,
as did Freud and Klein, but as facets of the infant's
constitutional capacity to contain and order experience in
the face of psychological danger, a danger that arises from
the inevitable failure of the infant's psychological matrix
(Ogden, 1990, p. 190).
The second period of infant development, that of
transitional phenomena (Winnicott, 1951, p. 4), refers to
that time during which the developmental task for the
mother- infant dyad is the non- traumatic weaning of the
infant from the "psychological matrix" (Ogden, 1990, as
derived from Winnicott, 1958b) . It is through the process
of non- traumatic weaning that the infant internalizes the
psychological matrix previously provided by the mother.
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Thus, the infant's development proceeds as a result of the
interplay of biological maturation and actual experience. A
crucial part of this interplay involves dosed stimulation
including, for instance, the frustration inherent in non-
traumatic weaning. There are several factors which are
central to this task.
One such factor involves the infant's experience of
playing alone "in the presence of the absent mother," or
mother- as- environment
,
and playing "in the absence of the
present mother," or mother-as-obj ect . The infant develops
the capacity to generate for him or herself the matrix for
continued psychological and bodily experience through the
internalization of the environmental mother via the use of
transitional objects. They are both created and found by
the infant in attempts at self -soothing
. Drawing upon
Balint's (1968) imagery as elaborated by Winnicott in his
concept of the "good-object," Ogden writes:
The infant's relationship to the environmental
mother is very much like the adult's relationship
to air: we ordinarily take the air we breathe for
granted, taking from it what we need and expelling
into it what we do not need. However, if we are
deprived of it for even a few moments, we become
acutely and terrifyingly aware of the way in which
we are utterly dependent upon it for our lives.
Psychologically this corresponds to the failure of
the relationship with the environmental mother
leading to the calamitous intrusion of awareness
of dependency on an absent mother-as-obj ect
.
(Ogden, 1990, p.183)
If the external mother persistently intrudes upon the
infant's playing, the infant becomes extremely dependent
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upon the actual external-object-mother. This leads to the
defensive internalization of the mother-as-obj ect and an
addictive relationship to an omnipotent internal-object-
mother, rather than the establishment of the infant's self-
generated internal holding environment which will function
through life.
Another factor inherent in the period of transitional
phenomena involves the infant's self-discovery of
separateness from the mother, a discovery that optimally is
gradual in nature. The infant requires time to make this
discovery, which turns upon the mother's maintenance of a
series of paradoxes: The infant and mother are one, and the
infant and mother are two; the infant has created the
object, and the object was there to be discovered; the
infant must learn to be alone in the presence of the mother,
and the infant must learn to be with the mother in her
absence. Winnicott (1951) emphasized that the infant or
child must never be asked which is truth, as both are truth.
The maintenance of the paradox makes it possible for the
infant to play in the potential space between mother and
infant. Loss of the mother-as-obj ect
,
however, is reacted
to with feelings of sadness, loneliness, guilt, and
sometimes desolation. If the capacity to be alone has been
achieved, that is, if the mother-as-environment has been
internalized, this loss can be survived. However, the loss
of the mother-as-environment is a far more catastrophic
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event, to which one responds with a feeling of impending
loss of oneself (Ogden, 1990, p. 188)
.
Potential Space and the Role of Illusion
"Potential space" is the term Winnicott used to refer
to an intermediate area of experiencing which arises between
mother and infant and lies between fantasy and reality. It
is a concept which has particular relevance beginning in the
second, or "transitional" phase of development and it is
significant in that it both represents a further achievement
and fosters continued development. Specific forms of
potential space may include play space, .the area of the
transitional object and phenomena, the analytic space, the
area of cultural experience, and the area of creativity
(Winnicott, 1971). As regards this highly complex concept,
Winnicott has offered the following:
Potential space... is the hypothetical area that
exists (but cannot exist) between the baby and the
object (mother or part of mother) during the phase
of the repudiation of the object as not-me, that
is, at the end of being merged in with the object.
(Winnicott, 1971, p. 107)
Potential space is an intermediate area of
experiencing that lies between (a) the inner
world, 'inner psychic reality', and (b) 'actual or
external reality.' It lies 'between the
subjective object and the object objectively^
perceived, between me-extensions and not-me.
(1967a, p. 100)
The essential feature [of this area of
experiencing in general and the transitional
object in particular] is... the paradox and the
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acceptance of the paradox: The baby creates the
object, but the object was there waiting to be
created... In the rules of the game we all know
that we will never challenge the baby to elicit an
answer to the question: did you create that or did
you find it? (1969, p. 89)
This 'area is the product of the experiences of
the individual person (baby, child, adolescent,
adult) in the environment that obtains.' ( 1971
,
p. 107)
Potential space both joins and separates the
infant (child, or adult) and the mother (object)
.
'This is the paradox I accept and do not attempt
to resolve. The baby's separat ing-out of the
world of objects from the self is achieved only
through the absence of a space between [the infant
and the mother]
,
the potential space being filled
in the way that I am describing' [i.e., with
illusion, with playing, and with symbols]
.
(1971,
p. 108)
The concept of potential space has implications for a
psychoanalytic theory of the normal and 'pathological
development of the capacity for symbolization and
subj ectivity
.
In normal development, it becomes possible for the
infant, child, or adult to generate potential space. "This
capacity constitutes an organized and organizing set of
psychological activities operating in a particular mode"
(Ogden, 1990) . In pathological development, the capacity
for generating and sustaining potential space collapses.
When this occurs, the subject is no longer capable of
interpreting experience and the distinction between symbol
and symbolized is lost.
Potential space (what Grotstein refers to as the
"transitional position") may by thought of as "the
122
touchstone of imaginative conjury in which all things are
possible (Grotstein, in Fromm and Smith, 1989) . It is the
launching pad of illusion and, at the same time, the
boundary of safety where this imaginative, illusory play
takes place."
Following the period of transitional phenomena, the
period of whole-object relatedness ensues, and coincides
with what Klein (1935, 1946) referred to as the "depressive
position." This third period of development, according to
Winnicott, involves the infant's dependence upon the
mother's capacity to survive over time. Up until this
point, the infant's actual external-object-mother has
largely been eclipsed by the infant's projection of his or
her internal object world (Ogden, 1990, p. 201) . In the
period of whole-object relatedness, the infant is engaged in
the process of renouncing (in unconscious fantasy,
"destroying") the omnipotent internal-object-mother, thus
making room for the discovery of the actual external-object-
mother. This constitutes an act of faith on the infant's
part
.
Throughout this process, the actual mother must be
physically and emotionally present over time to survive the
infant's fantasied and actual acts of destruction, and to
recognize and receive the infant's reparative gifts which
are offered in a variety of forms. The external object that
is being discovered (as opposed to created) is an object
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that can be "used" (Winnicott, 1969; Eigen, 1981a, 1986;
Fromm, 1981; Fromm & Smith, 1989) in an entirely new way;
this is because the relationship with the discovered object
is a relationship with an object rooted in the world outside
the infant's omnipotence.
The infant's experience of hate and rage is the first
reaction to externality inherent in the unavoidable failure
of perfect maternal provision, and helps to create the
distinction between self and object (Winnicott, 1963) . The
separation from the other, upon which human autonomy (object
status, otherness) is based, occurs through the dialectic
interplay between subject and object; accordingly,
splitting is regarded as adaptive and necessary for the
emergence of subjectivity.
With the differentiation of subject and object, the
infant becomes a "unit self," first momentarily and then
almost all the time. One of the many consequences of this
new development is that the infant "comes to have an
inside." Winnicott states:
A complex interchange between what is inside and
what is outside now begins, and continues
throughout the individual's life, and constitutes
the main relationship of the individual to the
world. This relationship is more important even
than object-relating and instinct gratification.
This two-way interchange involves mental
mechanisms that are named 'projection' and
' introjection' . . .The source of these developments
is the inborn maturational process in the
individual, which the environment
facilitates .. .Thus ego structure and strength
become a fact and the dependence of a new
individual on the environment moves further and
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further away from the absolute and towards
independence, though never reaching to absoluteindependence. The development and establishment of ego
strength is the basic feature indicating health.
Naturally, the term 'ego strength' comes to mean more
and more as the child matures, and at first the ego has
strength only because of the ego support given by the
adapting mother, who for a while is able to identify
closely with her own infant. (Winnicott, 1986 d 72-
73) F
‘
Through the capacity for mutual attachment, what Balint
(1935, 1937, 1949, 1968) refers to as "the harmonious
interpenetrating mix-up, " and the dialectic of creation and
destruction (of subjectivity and objectivity) (Ogden, 1994)
,
the birth of the subject, or subjectivity, becomes the
foundation for relatedness. Initially, the infant exists in
what Winnicott (1954, p. 265) referred to as a state of
"ruthlessness." By this he does not mean hostile intent,
but rather the infant's inability to have empathy for the
mother because of intense neediness and dependence upon her.
The infant's ongoing sense of being as a separate self
requires a mediating milieu to survive and thrive. It is
the interdependence between self and object which protects
and mediates the autonomy of the self. This mediating
milieu supports the developmental advance in which the
infant becomes capable of "ruth" and recognizes the other as
a living being.
In a healthy individual, transference provides a
background for mature relations with real objects whose
actual qualities are perceived and responded to even when
these qualities differ from the subject's transference
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expectations. In a less than healthy individual, the
capacity for relatedness with real objects is compromised by
the transference projection of the individual's internal
object world (Ogden, 1990, p. 193) . In this scenario, the
object retains, for the individual, a pathological
transitional status rather than this giving way to reality
status (Fromm, 1981) . In either case, Winnicott (1951)
states that "the task of reality-acceptance is never
completed, that no human being is free from the strain of
relating inner and outer reality, and that relief from this
strain is provided by an intermediate area of experience
which is not challenged."
Three Modes of Experiencing
Winnicott (1971) differentiated three modes of
experiencing: Transitional experiencing, obj ect - relating,
and object usage. Eigen (1981a) highlights the concept of
faith as evolving from transitional experiencing through
object usage, in part by transcending or undercutting
introjective-projective operations of the "unit self" which
prevails during the phase of object-relating.
In transitional experiencing (Winnicott, 1951, 1971),
the infant lives through a kind of faith prior to a clear
realization of the boundary between self and other, and
therein lies the freedom of unboundedness:
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In the transitional area self and other are neither
one, nor two, but somehow together make up an
interpenetrating field. The core of transitional
experiencing has to do with an inherent fit between theinfant's creativeness and the world. It is a fit that
is lived and taken for granted, a faith that the infant
lives out of without radically questioning its
basis... For Winnicott, in contrast to Freud and Klein,
creativity permeates psychic life and is involved in
the very birth of self and other ... Creativity is itself
a primary term of human experiencing. (Eigen, 1981a,
p. 414)
Winnicott regards object-relating (1969, 1971) as an
intermediate phase between transitional experiencing (1951,
1971) and object usage (1969, 1971).
In object-relating the subject allows certain
alterations in the self to take place, of a kind that
has caused us to invent the term cathexis. The object
has become meaningful. Projection mechanisms and
identifications have been operating, and the subject is
depleted to the extent that something of the subject is
found in the object, though enriched by feeling.
Accompanying these changes is some degree of physical
involvement (however slight) towards excitement, in the
direction of a functional climax of an orgasm. . .Object-
relating is an experience of the subject that can be
described in terms of the subject as an isolate.
(Winnicott, 1971, p. 88)
The object is meaningful but not yet experienced as
wholly other. Rather, the subject continuously tends
to bring any incipient sense of otherness into the
circumference of its omnipotence ... In the world of the
unit self, the subject grows through the continuous
cycle of putting self in others and others in self...
Winnicott associates physical excitement with this area
of the self, since introj ective-proj ective
identifications help mould erotic sensibility.
Introj ective-proj ective processes pave the way for
structural i z ing ego deformations associated with the
erotization of of mental functions. They make possible
seductive and tantalizing expressive styles, which
assault the true self feeling and intensify the life of
bad faith. (Eigen, 1981a, p. 414)
Object-relating implies "a subjective experience, a cathexis
toward the other, the operation of projective and
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ident if icatory mechanisms, and some movement toward physical
excitement and discharge" (Fromm, 1981, 1995; Winnicott,
1969, 1971). Further, it involves self-bound splitting and
hiding processes which result in the foreclosure of faith
(Eigen, 1981a)
. It is for this reason that the self is
regarded here as an isolate.
In object-usage (Eigen, 1981a; Fromm, 1981, 1995;
Winnicott, 1969, 1971), the object is placed outside the
arena of subjective phenomena (Winnicott, 1969, p. 87)
through the destructive act of the subject toward the
object. Destructiveness has a positive outcome if the
object survives the destructive attacks without retaliation,-
when this occurs, the object becomes a 'symbol of object
constancy. As such, the object/other can feed back "other-
than-me" substance into the subject who has attained the
capacity for object use. The achievement of object usage
represents the subject's recognition of his or her capacity
for destructiveness. Additionally, it enables that person
to live more fully in a world of shared reality as opposed
to living in a world of projections and therefore delusions.
In short, the infant's faith takes this difference between
self and other into account, and in some sense, is based
upon it. Object usage both occasions, and is allowed by,
the undercutting or transcendence of introjective and
projective operations of the unit self. Here, freedom is
brought about by news of a difference (Bateson, 1979)
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between self and other. Whereas transitional experiencing
has to do with a limitless feeling of wholeness which
encompasses both subject and object as merged, object usage
has to do with the question of absolute limits:
The new awakening in object usage involves the
realization that the other is in some basic way outside
one s boundaries, is 'wholly other. ' And while this
may precipitate disorganization and dismay, it
culminates in quickening and enhancing the subject's
sense of aliveness. It opens the way for a new kind of
freedom, one because there is radical otherness, a new
realness of self-feeling exactly because the other is
now felt as real as well
. The core sense of
creativeness that permeates transitional experiencing
is reborn on a new level, in so far as genuine not-me
nutriment becomes available for personal use. The
subject can use otherness for true growth purposes and,
through the risk of difference as such, gains access to
the genuinely new.
. .Winnicott links this new sense of
otherness with the subject's realization that the
object survives his destructive attacks .. .What is
emerging is a sense of externality as imperishable
living fact and principle. As living fact it is the
other as personal subject outside one's grasp. (Eigen,
1981a, p. 415-416)
Mahler's Subject
Mahler's (Mahler, Pine, & Bergman, 1975) theory of
subjectivity uses object relations to explain the dynamics
of real interaction with actual external objects, and the
internalization which follows from this interaction. Within
this model, the development of subjectivity requires
becoming independent of others through the lifelong process
of separation- individuation (Mahler, 1968)
.
Although Mahler
believed that the process of separation- individuation was
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never complete, she did believe that the healthy individual
was capable of realizing a stable autonomous identity.
Separation, individuation, and internalization are inherent
m the process of psychological growth (Blatt & Behrends,
1987) .
Mahler (1952/ Mahler, Pine, & Bergman, 1975) regarded
the infant as progressing through three developmental
phases: The autistic phase, the symbiotic phase, and the
separation- individuation phase. The latter is comprised of
four subphases: Differentiation, practicing, rapprochement,
and object-constancy.
The Autistic Phase
During the "autistic phase, " the infant operates as a
closed system. Although the infant seeks out the breast for
sustenance, this activity is guided by a rooting reflex
rather than an awareness that there is another human being
in the environment who is responsive to the infant's needs.
Given this responsivity on the part of the object, the
infant's primary concern and awareness centers upon tension
reduction
.
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The Symbiotic Phase
The beginning of the "symbiotic phase" is marked by the
infant linking the experience of tension reduction with a
primitive awareness of mother. She begins to be associated
in the infant's mind with a feeling of warmth and fullness.
Nonetheless, the infant's experience is still very much
pre
- ob j ect al " in the sense that the mother is not yet
experienced as an autonomous object. The symbiotic Dhase is
characterized by the infant's merging with the mother. In
this merged state, the infant takes on the mother's mood
even when the physical needs of the infant are satisfied.
Splitting occurs between pleasurable experiences and painful
experiences, and thus the first differentiation occurs
between "good" and "bad."
The Separation- Individuation Phase
Following the symbiotic phase, the "separation-
individuation phase" begins. It involves four subphases:
differentiation, practicing, rapprochement, and libidinal
object-constancy (Mahler, Pine, & Bergman, 1975).
The Differentiation Subphase . The primary mother-child
dynamic during the "differentiation subphase" centers upon
sensory and perceptual discrimination, allowing the child to
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begin to perceive the mother as separate from self. As the
child ventures out to explore the environment, self and
object become increasingly differentiated. This is
accompanied by the phenomenon of "stranger-anxiety" which
indicates that the child is able to perceptually
discriminate the mother from others.
The
—
Practicing Subphase . The "practicing subphase" is
marked by quadruped locomotion. During this period, the
infant attempts to separate from mother by physically moving
away from her to explore the environment. Mahler maintains
that the child's ability to physically distance from the
mother marks the true beginning of "psychological birth."
The infant, still not entirely aware of mother's
separateness, feels little anxiety in terms of both
exploring the environment and being at some physical
distance from mother. Mother is utilized as a safe "home
base" to which the infant returns periodically for support.
At the same time, the infant is faced with multiple "gentle
failures" (Powers, 1988) born of the mother's inability to
constantly adapt the environment to the infant's needs.
This gradual frustration serves to foster the infant's
progressive development of self-reliance.
The Rapprochement Subphase . The "rapprochement
subphase" involves the rapid acquisition of linguistic
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r ' s presence and
ability and the deeper awareness of fathe
involvement. (This assumes that mother is the primary
other" to the infant, and father the secondary "other," a
common pattern in this culture but certainly not the only
arrangement.) While the child is making increasing strides
in separating from mother and establishing him or herself as
an individual, the child becomes more aware of mother's
separate existence. Given this realization, periods of
physical separation begin to engender more anxiety for the
child. As the child experiences increased need to move away
and master the environment on his or her own, the fear of
losing the safe, dependent, recently symbiotic relationship
with mother also increases as there remains a strong need
for help and reassurance.
Because both progressive and regressive needs coexist
at this time, the child experiences conflict, and it is a
conflict which must be adequately negotiated. As the child
tries to deny this conflict, what ensues is what Mahler et
al
.
(1975) referred to as the "rapprochement crisis." Thus,
as the infant moves progressively further away from the
mother, so too the infant returns periodically as needed.
Providing that the infant finds the mother responsive during
these returns, the infant is reassured that mother can both
permit, and respond to, expressions of opposing needs on the
part of the infant. This prepares the child for the
developmental achievement of libidinal object-constancy.
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Libidinal Obj ect -Constancy
. The final subphase of
separation- individuation is "libidinal object constancy."
It is during this subphase that the self as a separate
entity is ultimately created and its nature determined,
according to Mahler. The primary task of this period is the
development of internal representation of the mother. If
this is not achieved, the child continues to rely for
security upon the physical presence of the mother and
consequently never develops an autonomous sense of self. in
healthy development, the child is able to internalize the
object mother through mentally representing her as present.
The development of a viable internal maternal presence
enables the child to function independently of the mother
and to safely experience interpersonal separateness. This
forms the basis for later relationships with external
obj ects
.
The achievement of libidinal object constancy reflects
the child's ability to experience the self and the object as
having independent and continuous existences. In addition,
it indicates that the positive and the negative maternal
introjects have been integrated. When this is not the case,
the individual utilizes the defense of splitting in
interpersonal relationships and views significant others as
all good or all bad. The former is a source of unrealistic
gratification and thus idealization, and the latter a source
of unrealistic rejection and persecution.
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Thus, psychological growth and well-being was seen by
Mahler as having to do with the development of self-reliance
and the exhilaration deriving from this growing sense of
competence and mastery. in Mahler's model, the goal of
separation is individuation, or differentiation. While she
doesn t account for developmental achievements which are
predicated upon individuation, other object relationists do.
According to a broader object relational perspective
(Galat zer-Levy and Cohler, 1993), interdependence, rather
than independence, is the norm in the trajectory of healthy
development. Individuals develop in the context of
relationships with essential others, and differentiation, or
development of self and subjectivity, is seen as having the
aim of enriching the capacity for relatedness. In other
words, we do not become ourselves through separating from
others so much as we become ourselves through interaction
and intersubjectivity with essential others. We
differentiate not to become self-reliant, but to become
"other," through the development of subjectivity. It is
this dichotomy between subject and object which is the
cornerstone for relatedness.
Kohut's Subject
Kohut (1971, 1977) conceived of the self as a separate
and organized entity both in development and in mature
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behavior. He also regarded the self as the locus of
disturbance in most character pathology. As an amalgam of
inherited and environmental factors, Kohut and Wolf (1978)
spoke of the self as an "independent center of initiative"
which aims toward the realization of its own specific
program of action. The self is determined by the specific
intrinsic pattern of its constituent ambitions, goals,
skills, and talents, and by the tensions that arise between
these constituents.
Kohut (1971, 1977), representing a shift in emphasis
from intrapsychic conflict to deficit as seminal in the
formation of the self, highlighted the role of mother's
empathic attunement to the needs of the infant and young
child in contributing to the healthy maturation of the self.
Likewise, he attributed the arrest in healthy development of
the self to early empathic failures.
Kohut posited that the early development of the self
requires the presence of appropriate selfobjects, which he
defined as objects who are needed to supply the functions
that the immature self cannot autonomously execute. Thus,
the selfobject was both part of, and an extension of, the
self. Prior to the clear spatial-temporal representational
mapping which delineates the "unit self" (subject) from the
"other" (object), the experience of the infant might be
thought of as one of merger with mother in the form of the
selfobject (Kohut, 1971)
.
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Kohut regarded the healthy individual as progressing
through an epigenetic sequence in which primary narcissism
gives way to mature narcissism parallel with the development
of object love. In its final transformation, narcissism
becomes an autonomous and intrinsic component in such higher
human functions as creativity, wisdom, and empathy. In
pathological or arrested development deriving from empathic
failures, the child's early objects are maintained as
internalized selfobjects to provide psychic cohesion.
Ocrden's Subject
Drawing extensively from the work’ of Klein and
Winnicott, Ogden (1990, p. 72-75) equates the development of
subjectivity with the experience of "I-ness." He states:
In the paranoid- schizoid position, the symbol and the
symbolized were emotionally interchangeable, leading to
an immediacy of experience manifested in extreme
concreteness of thought, entrapment in the manifest,
and delusional quality of experience (including
transference experience) . The symbol is what it
represents. At the threshold of the depressive
position, the maturity of the infant's psychological
organization has reached the point where a structural
shift becomes possible. When symbol and symbolized
become distinguishable, a sense of "I-ness" fills the
space between symbol and symbolized. This "I" is the
interpreter of one's symbols, the mediator between
one's thoughts and that which one is thinking about,
the intermediary between the self and one's lived
sensory experience. One might well ask whether the
sense of "I-ness" makes it possible to differentiate
between symbol and symbolized or whether the
differentiation of symbol and symbolized allows for the
emergence of a sense of "I-ness.". . .At the moment that
the infant becomes capable of experiencing himself as
the interpreter of his perceptions, the infant as
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A11 experience from that point on is
regression) (unless . there is subsequentin the paranoid- schizoid position
themself) 15 iP . iS (i ' e '' event. splak ?oremseives whereas in the depressive position
have^trfns^17 ’^at 1 it appears to be
?
(events' do not
event
meanTg> • In the depressive position anis what one makes of it; its significance lies inthe interpretation one gives it... When the infantbecomes an interpreting subject, he can for the firsttime project that state of mind into his sense of theother and consider the possibility that other peopleexperience feelings and thoughts in much the same wayAwareness of the possibility that another person is asubject as well as an object creates the conditions
wherein the infant can feel concern for another... as a
whole and separate person." (Ogden, 1990, p. 72-73)
Even as one becomes the interpreter of one's
experience, Ogden believes that the creation of subjective
meaning derives from the intersubj ective context of object
relatedness through the use of language,- this functions as a
vehicle for a shared system of symbols and understandings of
what is symbolized. In other words, an individual as an
isolate cannot create meaning.
In summary, it is apparent that original (external)
objects are directly associated with the real survival needs
of the infant, both biological and psychological. The child
internalizes the functions of these objects, and the
dynamics inherent in relationships with these objects,
because of their potential survival value.
The developing self is an increasingly complex
constellation of genetic endowment and internal object
relationships. Even in the absense of adequate original
objects, identity is established, maintained, and
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reconstellated via interaction with primary and then
secondary objects. This reinforces the original or
genetic" schema through mutual involvement in the matrix of
transference and countertransference.
The implication is that one's world view, arising from
the matrix of early object relations, is relatively stable.
When this world view is somewhat maladaptive, the aim of an
object relations approach (to therapy or to mentoring, by
implication) would be to facilitate the person's movement
into the "depressive position," increasing the subject's
capacity to accurately appraise and respond to the realities
of self, object, and environment. Development thus equates
with the internalization of essential others through unique
experience of them. As one's expectations of self and
others are "corrected" by reality, the element of play and
surprise in living is heightened. Full subjectivity leads
to whole-object status (for the subject) and the capacity
for whole object relating. In other words, one might say at
the point of obtaining full subjectivity, "I am whole
because I am fully me, and as such, I can relate wholly to
you . "
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CHAPTER V
MODES OF INTERNALIZATION
6 irnsl i
z
3
1
ion of the Obisct-,
The nature of our relationships with, and use of
external objects," which I will now use interchangeably
with "essential others" (Galatzer-Levy & Cohler, 1993 ),
changes across the course of life. This occurs in part
because we become increasingly able to perform the functions
of essential others in their absence; for example, we
develop the capacity for self
-soothing, self
-observation,
and meaning-making.
The essential other, initially an external presence, is
instrumental in generating experience which activates our
own nascent capacities. This occurs through the process of
good-enough (m) othering which culminates in the
"internalization" of essential others; this internalization
consists of obj ect - representations
,
self -representations
,
and representations of the many relationships between self
and others. In other words, dyadic interactions with
particular others ultimately come to be mentally represented
in the psychology of the individual. The theory of object
relations, centering largely upon this concept of
internalization of the object, links the capacity for
increasingly complex psychological function to mental
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representation of object relationships. in an important
sense then, character, or personality, may be regarded as a
manifestation of the interpenetration of the individual's
biological endowment and the effects of his or her internal
world of object relationships. These relationships derive
from an amalgam of actual experience with essential others
as well as defensive distortions of that experience via
denial, projection, reaction formation, repression,
splitting, undoing, isolation, sublimation, and so on. At
another level, perception, fantasy, memory, and forgetting
also play a role in what is internalized. Human development
thus proceeds with an interweaving of both internal and
external aspects of subjective experience, with an emphasis
upon the intersubj ective matrix of subject and object, self
and other. Theoretically, an individual's relationships are
more mature and differentiated following every healthy
internalization. While the characteristics of each new
relationship that is internalized are different, the process
of internalization remains the same (Blatt & Behrends,
1987 ) .
Freud's Conception of Internalization
In his study of mourning and melancholia, Freud (1917)
demonstrated how loss and identification are central to
psychological development. He regarded identification with
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the external object as the means by which the object is
internalized. Viewing identification as a means of
"becoming the object," it can be seen as serving to defend
against the potential loss of the object or the object's
love by allowing for a kind of omnipotent control over the
object. In a similar fashion, Freud thought of
internalization as a means of internally "preserving the
object" in order to defend against separation from, and loss
of, the object.
Minor experiences of object loss involve the non-
traumatic empathic failures and disillusionments which are
part of every child's upbringing. In contrast, major
experiences of object loss involve deep rejection, physical
or emotional abandonment, or actual death of the object.
Freud argued that in both mourning and melancholia, an
ident i f icatory relationship with an external object produces
a split in the Ego (Freud, 1917, p. 249)
.
Initially, the
object is "cathected." Freud used this term to denote a
concentration of psychic or libidinal energy that is
attached either to an external object or to its mental
representation (Hinsie and Shatzky, 1940; Harriman, 1947)
.
It is libidinal energy which is at the root of attachment.
Through the loss of the object the Ego becomes heir to the
abandoned object cathexis, and as a result, the Ego
identifies with the lost object. In other words, it is
through identification that the lost object is, at least in
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part, emotionally replaced with a libidinal aspect of self
which has been modeled after the object. Freud regarded
identification as the means by which one evoked unconscious
knowledge, or memory traces, of the external object being
mourned
.
With this idea, Freud anticipated the central concern
of object relations theory, which would result in a shift of
emphasis from character as the derivative of libidinal
drives in tandem with defenses mobilized against them, to
character as the derivative of identifications with primary
obj ects
In 1923, Freud introduced the concepts of the
Superego" and the "Ego-Ideal." Born out of the struggle
between Id and Ego, the Superego is the mental structure
patterned after early parental imagos (images) in the form
of a conscience; it is designed to take the place of the
actual parents in the management of Id impulses. The Ego-
Ideal is comprised of later editions of the parent imagos,
and undergoes change as the person matures . The individual
identifies with these "later editions" which provide
important contributions to the formation of character. In
other words, the Ego- Ideal derives from the Superego.
Freud (1923) noted that the Superego and Ego- Ideal were
formed through the same splitting mechanism involved in the
general processes of identification and internalization.
The concept of identification was refined with respect to
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which aspects of the parents were internalized in the Ego,
and which were later internalized in the Superego and Ego-
Ideal of the developing subject. With the idea that the
psyche of the subject was partitioned, the resultant
"structural model" of psychoanalysis was overlaid upon the
"topographical." Adding to this, Freud noted that
distinctive patterns of adaptation on the part of the
individual grow out of the tension between the two agencies
of Superego and Ego- Ideal:
A portion of the external world has, at least
partially, been abandoned as an object and has
instead, by identification, been taken into the
ego and thus become an integral part of the
internal world. This new psychical agency
continues to carry on the functions which have
hitherto been performed by the people [the
abandoned objects] in the external' world: It
observes the ego, gives it orders, judges it and
threatens it with punishments, exactly like the
parents whose place it has taken. (Freud, 1940, p.
205)
While Freud never actually used the term "internal
object," his theory of Superego formation recognizes that
the splitting of Ego into two active agencies assumes that
the Ego and Superego exist in an internal relationship with
one another. It is the splitting of Ego, then, that
underlies the formation of internal objects.
On the basis of Strachey's (1934) theory of how the
analyst's attitudes become part of the patient's personality
(an idea which derives from Freud' s work on the processes of
internalization), and Kohut's ideas regarding the role of
the selfobject (1971, 1977, 1984), Kohut concluded that it
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IS the nontraumatic selfobject failures which lead
analysands or developing infants to take on functions for
themselves. This process is facilitated by the analyst's or
parent's accurate empathy with the distress caused by the
prior lapse in empathy, or selfobject failure. The empathic
response on the part of the parent or analyst (or in this
case mentor) helps prevent the selfobject failures from
becoming traumatic. Thus, it is the gentle empathic failure
by the essential other (as selfobject), followed by empathic
understanding, which leads to internalization of the
essential other in the form of structured object
representations and structuring object relationships.
Schafer' s Conception of Internalization
By "internalization," Schafer (1968) refers to all of
those processes by which the subject transforms real or
imagined interactions with his or her environment into inner
regulations and characteristics of self. Internalization,
then, involves the subject's active and selective
assimilation of what is usefully contributed by the external
world of objects and contexts. It follows that the arbiter
of what constitutes "useful" is the developing subject whose
fundamental nature is to elaborate, refine, and adapt.
Schafer delineated three modes of internalization:
Incorporation, introj ection, and identification. For the
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purposes of this discussion, I will address only the latter
two concepts, as incorporation is a more primitive operation
that is less relevant to the topic of mentoring.
Introi ectinn
In Schafer's usage, " introj ection" refers to only one
kind of internalization, namely, "the processes whereby
object representations are constituted as introj ects or are
changed into them" (Schafer, 1968, p. 16). This preliminary
definition differentiates " introj ection" (i.e., preserving
the object) from "identification" (i.e., becoming the
object) in that the object introject is generally thought of
as ego-dystonic
,
whereas identification with the object is
more often thought of as an ego-syntonic process. Schafer
defines and discusses the concept of introjection as
follows
:
An introject is an inner presence with which one feels
in a continuous or intermittent dynamic relationship.
The subject conceives of this presence as a person, a
physical or psychological part of a person (e.g., a
breast, a voice, a look, an affect), or a person-like
thing or creature. He experiences it as existing
within his body or mind or both, but not as an aspect
or expression of his subjective self. The topographic
quality of this internal presence may be unconscious,
preconscious
,
or conscious, and it may change. The
introject is experienced as capable of exerting a
particular influence on the subject's state and
behavior, and of doing so more or less independently of
his conscious efforts to control it ... Relations with
introjects are as variable in their nature as those
existing between any two persons. For example, the
introject may act on the subject in a manner that is
nourishing, loving, sensual, helpful, joyous,
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oppressive ' -
deP£ivin9' restraining, mournful,, and so forth; on his part, the subject may
(Schafer^°1968
,
°p
.
**72) lntroject ^ any of these ways.
This inner presence reflects one or more of the
dynamically significant qualities or characteristics of the
external object; it stands for the object and influences the
subject in a similar way. Nonetheless, introjects do not
faithfully mirror the external objects upon which they are
modeled, "for they are also shaped by fantasies,
projections, symbolization, misunderstandings,
idealizations, depreciations, and selective biases
originating in the subject's past history and present
developmental phase and dynamic position" (Schafer, 1968, p.
73) .
Introjects influence a wide range of adult experience.
Many introjects are unconscious and reflect primary process
experience of early external objects or their more recent
counterparts via the transference. (The topic of
transference will be taken up in detail in the following
chapter.) It is only when introjects become conscious or
when their effects upon consciousness become apparent that
we can draw inferences about their nature. For instance,
they may manifest as anticipation or experience of "a
forbidding voice, a restraining hand, a glaring eye, a dead
weight, embracing arms, and so on" (Schafer, 1968, p. 71).
Schafer posits the notion that external objects are
introjected in crises when they are urgently needed and are
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unavailable. The implication is that the available,
empathically attuned object is not introjected because it
exists for the subject, as needed, in the external world.
When external provision fails (i.e., the object is not
empathically attuned, or the object is absent or otherwise
unavailable)
,
the psychic mechanism of introjection allows
one to do without the external object in dire circumstances.
Given that the wish is adaptive in accommodating the reality
of the object's unavailability at such times, and this
unavailability is easily resented, introjection comes to be
characterized by intense ambivalence. The creation of an
introject and its continued existence thus represents the
subject's attempts to modify distressing relations with the
external object. Schafer proposes that the motivational
ground for introjection and internalization, both of which
continue the subject's attachment to the object, is
characterized by ambivalence involving fears or
representations of loss (Schafer, 1968, p. 74)
.
Identification
While often spoken of in concert with the concept of
introjection, identification refers to the modification of
one's self or behavior in order to increase one's
resemblance to a particular object. This allows one to
maintain a fantasied tie to the object. By way of this
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self-object link, identification serves both normal
developmental and defense (Sandler & Rosenblatt, 1962)
.
Schafer compares and contrasts the two modes of
internalization:
The contrast between identification and introjection isheightened by recognizing that merging of self and
object representations is a silent component of stable,
growth-promoting identifications. The satisfaction a
child gains from identifying with benign
representations of his parents does not seem to derive
only from the increment of mastery, competence, or
independence associated with this achievement. There is
an atmosphere of precious intimacy surrounding these
identifications -
-a glow of well-being that is also seen
in fond embraces. The emphasis falls, in part, on
actual completed oneness and not, as in benign
introjection, on fantasied needful togetherness. In
introjection, one imagines having what one lacks or may
lose,- in identification, one becomes what one needs to
be. Introjection perpetuates needfulness and
ambivalence and forestalls renunciation and synthesis,-
it continues the struggle with the object and postpones
involvement in self -development and development of the
scope and articulation of the external world; the child
remains fixated on predominantly passive modes of
mastery, which most likely are masochistic too.
(Schafer, 1968, p. 154)
Unlike introjection, identification does not refer to
carrying on purely internal relations with an object
introj ect
.
The object of identification is someone who is
important, impressive, or emotionally significant to
the subject at the time he is taken as a model. His
importance to the subject may be temporary or enduring.
It may be obvious to the eye of the subject or the
observer, or it may be subtle or elusive. It may be
conscious, preconscious
,
or deeply repressed.
(Schafer, 1968, p. 159)
Schafer also notes that "although identification
implies a continuing object relation, in its most developed
form it no longer depends heavily on the representation of
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that relation" (1968, p. 16). Identification itself is only
one component of an ongoing object relationship in the
external world, and enriches this relationship rather than
being a desperate substitute for it. Since an
identification is more or less integrated into the self
representations and is thus ego-syntonic, an identification
represents a higher degree of internalization than does an
introject, which is ego-dystonic
. To further delineate the
concept, Schafer offers the following comprehensive and
flexible definition of identification:
In its fullest sense, the process of identifying with
an object is unconscious, though it may also have
prominent and significant preconscious and conscious
components; in this process the subject modifies his
motives and behavior patterns, and the self-
representations corresponding to them, in such a way as
to experience being like, the same as, and merged with
one or more representations of that object; through
identification, the subject both represents as his own
one or more regulatory influences or characteristics of
the object that have become important to him and
continues his tie to the object; the subject may wish
to bring about this change for various reasons; an
identification may acquire relative autonomy from its
origins in the subject's relations with dynamically
significant objects. (Schafer, 1968, p. 140)
Primary Identification
Within the realm of identification, an important
distinction exists between primary and secondary
identification. Jacobson (1954, 1964) noted that
constructive (secondary) identifications were different from
psychotic (primary) identifications in that the latter are
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weak in higher-level organizing factors, and that they
further impoverish already limited relationships with actual
objects. Sandler (1960) regards primary identification in
its original form as a state which exists before a firm
boundary between self and object (or self and object
representation) has been established. Further, it is a
state of primary identity or primary confusion in which the
infant cannot differentiate the representational aspects of
self from those of the object.
In terms of pathology versus development, primary
identification has been described as a regressive state in
which de-differentiation of self and object occurs. In
other words, the so-called "ego boundaries" (i.e., "self
boundaries") have been lost. This is most commonly seen in
severe psychotic states (Jacobson, 1964) . However, a
"fleeting primary identification" or "fleeting confusion"
between self and object has been described as a ubiquitous
normal phenomenon (Sandler, 1960; Sandler and Joffe, 1967).
This phenomenon relates to what Weiss (1960) has called
"resonance identification, " which can be regarded as a basis
for empathy.
In terms of normal developmental progression, primary
identification, which occurs very early in the infant's
life, forms the foundation for secondary identification,
which occurs repeatedly with regard to a variety of objects
throughout life.
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Secondary Identification
Secondary identification is what is most commonly meant
by the term "identification." During this process, the
representational boundary between self and object is not
lost, but the subject embodies in the self
-representation
attributes of the object, real or fantasied, without any
real confusion about who is self and who is other.
Secondary identification may, for this reason, be regarded
as the vehicle for secondary narcissism, in which
admiration, love, and esteem for the object are transferred
to one s own self (Sandler & Sandler, 1978)
,
fostering and
fortifying what we refer to as healthy self-esteem.
Kernberg' s Conception of Internalization
While Kernberg (1976, 1982, 1984) locates the real
mother- infant relationship at the center of psychological
growth, he emphasizes the internal counterpart, which he
refers to as the "bipolar intrapsychic representations."
Such representations are comprised of three components: An
image of the self, an image of the (m) other, and an
affective coloring. Self-other exchanges are internalized
by the infant in tandem with the particular drive state of
the infant which is tied to the infant's affective
experience of the exchange. For instance, if the infant
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feels content during the interaction with mother, the
bipolar representation will be a composite of subject (Me),
object (Mother), and affect (Contentment). Likewise, for
example, if the infant feels excited, frustrated, or scared
during the interaction with the other, the bipolar
representation will include that affective state along with
the infant's perception of self and object.
The foundation of human personality, as Kernberg views
it, is the product of multitudes of bipolar representations
which have been "metabolized" by the individual. By
metabolization, Kernberg means the process by which
interactions with external objects are internalized as an
integral part of the self. Each tripartite configuration
(representational self, representational other, and its
affective coloring) contributes to an "internalization
system, " the vicissitudes of which constitute different
kinds of inner experience reflecting the fluctuating and
evolving nature of the interaction, and thus relationship,
between mother and child over the course of time. Thus,
internalization systems are constantly in flux as
development proceeds. Kernberg identifies three
internalization systems, and he links these with distinct
stages of development.
" Introj ection" characterizes the first internalization
system, which is the most primitive stage of development
.
In this system, self -representations , object-
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representations, and highly undifferentiated and unmodulated
affective states are essentially swallowed whole and the
composite internalization is assigned either a positive or a
negative valence (Cashdan, 1988, p. 18)
Prior to defensive "splitting," which first becomes
evident during the introjective stage, the infant
incorporates only the good experiences (i.e., the good
breast) and ejects all those that are bad. What is
incorporated, according to the "purified pleasure ego"
(Kernberg, 1982) constitutes the infant's first primitive
experience of a "me." Likewise, what is ejected constitutes
"not me." At this point in development, the mother is
experienced as a gratifying part-object. As the infant
matures both perceptually and motorically, he or she begins
to experience the mother more fully. Though yet unable to
make rational sense of the source and location of the
feelings, the infant is capable of discerning that some
feelings are good and some are bad. Thus both positive and
negative mother- infant interactions are introjected as
separate internalizations involving discrete images of a
good and a bad mother. Splitting, in this usage, is the
defensive attempt to preserve the good mother by regarding
her as distinct from the bad mother. This is a normal
phenomenon in healthy development, and it gives way to the
second internalization system which Kernberg referred to as
"identification.
"
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During the stage of "identification," which is linked
with the second internalization system, the cognitive and
affective maturation of the child allows for "an
appreciation of the dyadic and reciprocal nature of self-
object interactions" (Kernberg, 1982). Representing a
psychological advance over introj ection, identification
allows the child to better modulate affective experience and
begin to apply a primitive form of reasoning to self-object
interaction. Nonetheless, while the child is now a separate
"self" in the context of an "other," he or she still does
not possess an integrated Ego.
The third and most highly developed internalization
system in Kernberg' s model is characterized by the
achievement of integration in the form of "Ego identity."
During this stage, the various bipolar representations are
synthesized into an integrated sense of self. Cashdan
states
:
The different identifications, each born of multiple
self -object transactions, are consolidated into one
overriding personality organization. The 'self' now
truly comes into its own and acts as a central
directive force that guides behavior and sustains
relationships. (Cashdan, 1988, p. 19)
In this sense, Ego identity connotes a sense of consistency
which reflects all of the bipolar representations which have
been internalized, and this consistency allows the self to
transcend particular situations and particular
relationships. At this point in healthy development, the
self is "the sum total of self representations in intimate
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connection with the sum total of object representations"
(Kernberg, 1982, p. 900)
.
Thus, in Kernberg' s model, the development of self
represents a movement from diffuse and emotionally labile
self-other representations to self-other representations
which are highly differentiated and capable of organizing
experience (Cashdan, 1988, p. 20) . Not only do these
bipolar representations influence how the child perceives
the world, but they also structure external object
relationships. In this way, Kernberg links
the internal object world to the concept of transference.
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CHAPTER VI
OEDIPAL CONCERNS
Classical Drive* Thpnry
While the theory of object relations was developed on
the heels of Freud's classical drive theory of
psychoanalysis, both theories have continued to evolve while
maintaining their separate emphases. If we were to overlay
the most basic aspects of one upon the other, we would see
that Freud's oral and anal stages of development correspond
with the period of early object relations which Freud
referred to as "pre-Oedipal , " from which follows the phallic
stage referred to as the Oedipal period. It is the Oedipal
period which is the heart of classical theory.
In the theory of early object relations, Winnicott
(1956, 1971b) referred to primary maternal preoccupation as
the basis for the infant's experience of oneness through
primary identification or "merger" with the mother during
the first year of life. This is the first step in the
infant's becoming a subject. The infant's capacity for
"object relating" occurs during the second year of life
along with the development of the capacity for secondary
identification (i.e., the infant differentiates as subject,
from the mother as object)
,
and "oneness" gives way to
"twoness." Winnicott (1969) thought of the third
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developmental milestone in the life of the infant as the
capacity for "object usage." He implicitly linked this to
Freud's Oedipal stage with the notion that the infant's
experience of "twoness," referring to the dyadic
relationship between mother and infant, gives way to the
experience of "threeness, " referring to the Oedipal triangle
formed by the introduction of the father into the mother-
infant dyad.
The Oedipal Situation
The premise at the core of classical psychoanalysis is
that the Oedipal situation is universal,. Freud believed
that not only was it universal, but that it was predicated
on deeply conflicted infantile strivings which unfold within
the Oedipal triangle; these are repeated in various forms
throughout the life of the individual unless and until the
Oedipus complex or conflict is resolved.
The Oedipus complex accordingly is believed by most
psychoanalytic theorists to be an unavoidable aspect of
normal development. Under ideal conditions, the Oedipus
complex is resolved; however, in most cases it is resolved
only to a greater or lesser degree, but never thoroughly.
It is from this lack of perfect resolution of Oedipal
dynamics that the phenomena of "transference" and
"countertransference" originate. These two key concepts,
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both of which are pertinent to the mentoring relationship,
will be elaborated after further discussion of the Oedipal
situation
.
Highlighting the prominent features of the Oedipal
situation from which we might consider the psychodynamic
aspects of transference and countertransference, Healy,
Bronner, and Bowers note the following:
Using the terms Oedipus Complex, Parental Complex, andFamily Romance
,
Freud and other psychoanalysts greatly
emphasize an unconscious development of desire and a
conflict concerning it which they insist arises in the
unconscious phantasy life of a child during an early
stage (the phallic stage) of development. The essence
of the Oedipus Complex is libidinal striving taking theform of unconscious desire for sexual satisfaction with
the parent of the opposite sex. In this connection it
must be remembered that whole dramas and conflicts can
be developed and lived out in unconscious phantasies
handled by the unconscious Ego. To the Super-ego a
phantasy, unconscious or conscious, has all the
significance of an act and is thus capable of arousing
a sense of guilt and a fear of punishment in the
unconscious Ego. The immediate significance of this is
that the Oedipus Complex, and the Castration Complex
which is directly connected with it, may exist entirely
in the Unconscious and be coped with completely without
ever entering consciousness. In other words, it is not
the actual relationship to the parents which is
dynamic, but rather a phenomenon arising spontaneously
in the unconscious instinctual phantasy life... The
force of the Oedipus complex rests not only in its
natural universal occurrence, but also in the usual
taboo against incest among primitive as well as
civilized people. Alexander says that the prohibition
against incest remains active in the unconscious of the
adult, and that this is the crux of psychoanalytic
theory, as it is also the fact that the entire incest
conflict later completely disappears from
consciousness. (Healy, Bronner, & Bowers, 1930, p.
128-129)
What I intend to underscore here is the notion that
there exists both an incest motive and an incest taboo, and
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it is the conflict between the two which, if left
unresolved, is repeated in a myriad of forms often well into
adulthood through the transference.
In discussing the issue of resolution, Healy, Bronner,
and Bowers add to the above
:
...the Oedipus complex is the most demanding of all
traumatic situations. Its surmounting involves the
twofold problem first, the sublimation of the erotic
relation to the mother, second, the transference of
part of the freed libido on to the father, so the
purely hostile attitude to him acquires an erotic
component. After sublimation is effected, there will
be simultaneous sublimated love for both parents and
continued sublimation or distributions over a number of
love objects... In the case of the boy, the Oedipus
complex in its simplest form arises from what is spoken
of as an "ana [c] litic" origin. That is, a previously
formed attachment to the mother as nurse, protector,
etc. results naturally at the phallic stage in her
becoming the love-object, now that impulses more
specifically sexual begin to emerge. While this
libidinal obj ect-cathexis of the mother (or mother-
imago) is evolving, another all-important element of
the so-called Oedipus situation begins to emerge. The
boy's primary identification with the father now
becomes centered upon taking the father's place with
the mother and thus the latter is felt to be an
obstacle. The hostility, both conscious and
unconscious, which then begins to arise toward him in
this one respect results in ambivalence and conflict.
(Healy, Bronner, & Bowers, 1930, p. 131)
For Freud, the notion of the Oedipus situation was
complicated by the innate bi-sexuality of all children.
Thus, he postulated what he called the "complete Oedipus,"
referring to the existence of both a positive and a negative
or inverted Oedipus situation. For example, a child of
either sex will combine (with various degrees of cathexis) a
father identification and mother object-love with a mother
identification and father object- love. The amount of
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cathexis distributed to either the positive or the negative
situation depends partly upon the relative strength o£ the
innate masculine or feminine disposition in the child and
also upon experiential factors (Healy, Bronner, & Bowers,
1930, p. 132)
.
Freud also spoke of the Oedipus complex as being
resolved in two stages: First, the boy's incestuous wishes
to possess the mother (i.e., the drive) are met by
castration anxiety (i.e., the defense) as punishment for his
incestuous wishes for his mother. In his unconscious
fantasies the boy fears the powerful father, and as a result
of the defensive need to avoid the fantasied castration,
forms an identification with the father. Through this
identification, he establishes within himself, the
prohibitions of the father in order to eradicate the
unpermissible incestuous urge toward the mother.
Freud (1924a) noted that the castration complex, by its
threatening attitude, "literally smashes to pieces the
Oedipus complex." It is through this identification that
the Oedipal strivings, both erotic and aggressive, are fused
together. As mentioned above, however, it is more often the
case that only a partial resolution is effected, and this by
means of transfer of some quantity of libido (i.e., object
cathexis) from the original objects to secondary objects
encountered later as development unfolds.
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It is because of this incomplete resolution that
sexual interests are reawakened following the latency
period, and the Oedipus complex revived. Regarding this,
Freud (1926b) stated: "At puberty, the impulses and object-
relations of a child's early years become reanimated and
amongst them the emotional ties of the Oedipus complex."
While some degree of re-enactment of the Oedipal drama
ensues, the libido, which is no longer caught up in the
Oedipal situation, should begin to be directed to a love-
object not so directly representative of the parent vis-a-
vis the transference; with this, "emancipation" from the
parent is established. Fixations, however, are likely to
occur and influence both later obj ect-qhoice and the
individual's mental health in general. According to Healy
Bronner, and Bowers:
The conflict must be solved in such a way that the Ego
may undergo as little danger as possible and yet afford
the libido as much gratification as possible. The way
out of the difficulty involves alterations in object
relationship to father and mother and in libido
organization ... Freud says the Oedipus complex is
"nuclear" for personality development. On the manner
of its dissolving, more than on anything else, depends
the determination of later normality or neuroticism.
"If the Ego does not achieve much more than a
repression of the complex, then the latter persists
unconsciously in the Id and will express itself later
in some pathogenic effect." Alexander says that an
Oedipus fixation, namely, an unsatisfactorily resolved
Oedipus, means that the individual "will treat every
subsequent love relation as if it were the old incest
wish." Then a sense of guilt will attach itself to
normal adult sexual expression, causing excessive
instinct-restrictions and inhibitions, and, in extreme
cases, symptom formation . . . The Oedipus experience
results, among other things, in the establishment of
what Freud calls "conditions of love," that is, the
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future choice of an object, and the behavior with
extent b5°p^ object wiH always be determined to somey certain unconscious impressions left by theexperience. Normally, there will remain only a few
bph?nn ^
lch P°int unmistakably to a parental prototypee i d the object-choice and behavior; Freud gives asan example of this the preference often shown byyounger men for mature women. However, as he says,there are many "strange ways" of loving, and the
cond;*- t:'-ons °f love which underlie them, and to
which they owe their characteristics, can always bederived from a fixation in some phase of the Oedipus
situation. In this connection, he has
established
... several types of object relationship.(Healy, Bronner, & Bowers, 1930, p. 137-140)
For the child, the adequate resolution of the Oedipus
complex depends upon what has been referred to as an
"Oedipal failure." This means that the child has not
succeeded in actually winning sexual possession of the
parent, either symbolically or through action. For the boy,
this means that the fear of the more powerful and thus
"castrating" father is sufficient to accomplish a resolution
of the boy's Oedipal strivings for the mother, which
necessarily include the desire to replace the father. For
the girl, it is not fear of the father, but rather
frustration by the father which constitutes an Oedipal
failure. The girl is frustrated at not symbolically or
actually winning the father sexually, which would equate
with replacing the mother who is regarded as a rival. She
thus transfers to the father the oral desires which were
originally gratified at the mother's breast, as noted in the
following
:
The fact that the girl introjects the frustrating
father means that she achieves gratification of her
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desire to receive him into herself and in this wav
true
9
I,m^
det3Ch her
?
el£ from the real father. NoSuper-ego.
.. can be formed until there has beenrenunciation of the father. a highly developed Super-ego and marked tendencies to self-denial and
? 1
renunciation will be the result of this solution.(Healy, Bronner, & Bowers, 1930, p. 165)
In both cases of Oedipal failure, the erotic and
aggressive impulses are dealt with psychically and not
through action. The profound psychological reorganization
which takes place during the Oedipal period has, in part, to
do with the discovery of the full externality of the Cedioal
mother and father. The child becomes aware that the parents
as people have an intimate relationship with one another
that does not include the child. This is in contrast to the
pre-Oedipal mother who is "like the ait, " both internal and
external, and the pre-Oedipal father as the first
representative of otherness. The Oedipal failure is thus
construed as an appropriate and successful outcome in the
parent-child relationship in that it ushers in the latency
stage that extends roughly from age 6-12. When development
moves along like this, the child forges an authentic
Superego which is integrated into the personality structure.
Whereas, according to classical theory, the origin of the
male Superego is the threat of castration, the origin of the
female Superego is based upon the ideal of renunciation.
When an "Oedipal victory" occurs, based upon the
winning of sexual possession of the parent in real or
symbolic terms, development is fixated and the Oedipus
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complex is not resolved. This results in a lack of Superego
integration which is due to impeded identification with the
same-sex parent/rival
.
What remains unresolved from the Oedipal period is
generally repressed during latency and re-emerges during
puberty. It is for this reason that puberty may be regarded
as a second opportunity in the life of the young person to
more thoroughly resolve Oedipal dynamics. I will argue in
the conclusion of this work that the essential mentoring
relationship affords yet a third opportunity for further
resolution of the Oedipus complex and emancipation from the
limiting pull of the "family romance" (Freud, 1909a) . At
the point in early adult development when the mentoring
experience first becomes relevant, the Oedipal drama is re-
enacted in the transference which occurs in the mentoring
relationship. With the virtual resolution of the
transference, the Oedipus complex is transformed and
displaced, and one becomes more truly one's own person. The
important concepts of transference and countertransference
will be articulated in some detail below.
The Transference-Countertransference Matrix
The transference- countertransference matrix is a
dialectical dyadic relationship replete with an
intersubj ect ive and interpersonal past, present, and future.
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It is co-constructed by the participants and derives from
the idea of mutual influence. In other words, each person
influences the experience and meaning-making of the other
through transference and countertransference. This mutual
influence includes the following: Conscious as well as
unconscious pursuit of the expression of drive (in the form
of impulse) in tandem with the mobilized Ego defenses of
both individuals, the need and capacity for adaptive mastery
of contemporary reality and symbolized past, an internalized
object relationship seeking dynamic repetition through
enactment, and a striving for further articulation of the
self (Pine, 1986b, 1990) . All of this will become more
clear with a more precise understanding of the terms.
The actual analytic relationship serves as an apt
analogue within which to articulate the concepts of
transference and countertransference because it is in the
domain of psychoanalysis that these concepts were first
identified and applied. While these terms denote particular
dynamics within the analytic relationship between analyst
(i.e., the doctor) and analysand (i.e., the patient), they
are nonetheless thought to be phenomena which are ubiquitous
in human interaction. Further, they derive from the
underpinnings of external object relationships internalized
in the psyche of each individual and then projected onto, or
refound in the other who is subsequent to the original
objects
.
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Transference as the Patient's Projection Onto the Anaiych
Transference signifies the shifting of original
conflictual feelings of love and its derivatives, or hate
and its derivatives, from one object or person to another.
It represents the displacement of the libido from an
infantile love-object to a transitional object such as a
blanket or soft toy, and then to a myriad of other
"objects." Transference is prominently manifested in the
feelings of the analysand for the analyst in the course of a
psychoanalysis where conscious understanding of the
phenomenon is overtly pursued. The analysand therefore
learns to deal with small quantities of the same emotional
tensions which could not be mastered in the past . Due to
prior lack of mastery, those tensions could only be warded
off by repression which excluded the intolerable emotions
from consciousness (Alexander & French, 1946, p. 17).
In its simplest form, transference connotes the
tendency of the various sexual component instincts, and also
of the sexual instinct in its completely matured form, to
change the object any number of times. A capacity for
transference, that is, for achieving "sexual" gratification
through various objects, is necessary for mental health. In
contrast, the inability to transfer involves object
fixation
.
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In the beginning, the Id transfers energy readily to
any object which would give it some degree of satisfaction.
This trend would continue, but Ego attitudes enter the
situation very early on. The Ego either accepts the Id's
choices, or, being obliged to be more attuned to reality,
attempts to modify or inhibit these impulses through the
employment of defense mechanisms
.
When used in a broader application than that of the
relationship between analyst and analysand, the phenomenon
of transference is referred to as "displacement" (Freud,
1912a)
,
since it includes not only an object, but the aim of
pleasure-seeking as well. An example of the continuum of
transference of object-choice on the Id level is when the
thumb takes the place of the mother's nipple, and the
transitional object takes the place of the thumb, and the
father takes the place of the transitional object, and the
lover takes the place of the father (and mother through
association) (Healy, Bronner, & Bowers, 1930, p. 204-205).
When the love-object is lost (vis-a-vis development or
trauma), "reality gains the day" (Freud, 1917) even though
the "libido position" is never willingly abandoned. When
the work of mourning this loss is completed, the Ego becomes
free and uninhibited again, and other purposes and interests
may be developed. Normally, this transition takes pla^e
during latency.
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In melancholia, no such normal transference of concern
takes place. After a real loss of the object, or psychic
injury by the object, the obj ect-cathexis is abandoned.
Instead of readily cathecting another object, the free
libido is "withdrawn into the Ego and not united to another
object. The transferences which lead to neurotic
difficulties occur only when there has been some degree of
fixation with an absence of mourning. This sequence
Prohibits normal development from proceeding.
Freud intended the term "transference" to be confined
to the analyst
-analysand relationship. He defined it as the
attitudes, feelings, and fantasies which an analysand
experiences with regard to his or her analyst; many of them
arise, seemingly irrationally, from the patient's
unconscious needs and psychological conflicts rather than
from the actual circumstances of the relationship with the
analyst (Nemiah, 1961, p. 316) . Transference may also be
thought of as the reproduction or re-enactment of the
forgotten and repressed object relational experiences of
early childhood through dreams, fantasies, enactments, and
affective as well as cognitive reactions occurring during
psychoanalytic treatment. Through the transference, a whole
set of earlier experiences are revived in the form of a
current relationship to the person of the analyst. During
analysis, the analysand unconsciously regards the analyst as
the object of his or her repressed impulses and thus thinks,
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acts, and feels toward the analyst as if the analyst were
the original object of the repressed wishes (Hinsie &
Shatzky, 1940, p. 532) . The drama of the transference may
involve dynamic material from any of the psychic structures:
Id, Ego, Superego, or Ego-Ideal. Hinsie and Shatzky note
the following:
'During the course of a psycho-analysis the development
of new symptoms ceases. The production of the
neurosis, however, is far from being extinguished, but
exercises itself in the creation of a peculiar sort of
thought
-formations, mostly unconscious, to which rhe
name transferences" may be given. These transferences
are re- impressions and reproductions of the emotions
and phantasies that have been awakened and brought into
consciousness during the progress of the analysis, and
are characterized by the replacement of a former person
by the physician. To put it in another way, a whole
series of experiences are revived, not as past ones,
but in the form of a current relation to the person of
the physician.' This is a translation by Jones, taken
from Freud's ' Bruchstuck'
.
. . .The nature of the material transferred depends upon
the special manifestations which appeared in the
patient at the time the material was formed.
The energy or charge or cathexis of the psychic
components may be positive or libidinal, or it may be
negative or sadistic.
Psychoanalysts consider that transference is basically
concerned with the displacement of matters of infantile
sexuality upon the physician. It of course includes
all the modifications which can happen to the original
infantile impulses. Among the highly important
situations is the Oedipus complex, which gives rise to
the re-enactment of the infantile child-parent
relationship in therapeutic psychoanalysis.
Jung stresses the question of transference, which he
calls psychological rapport. He calls it 'the
intensified tie to the physician which is a
compensation symptom for the defective relationship to
present reality.' He holds that 'the phenomenon of
transference is inevitable in every fundamental
analysis .. .The patient must find a relationship to an
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object in the living present, for without it he canSa?ally adequately fulfill the demands thatadapt tion makes upon him.' (Hinsie & Shatzky, 1940
DeLaCour (1985) defines transference as perception
which is "codetermined by the external world and the
internal structures for ordering it." Further, he
criticizes the traditional view of transference on the basis
that it "divides analytic reality into transference
distortion, on the one hand, and reality testing on the
other.
. .distortion from some supposedly describable and
knowable nontransference reality." Taken together, these
ideas broaden our frame for the further consideration of the
concept
.
The capacity for transference derives from the remnants
of the Oedipal situation. The quality and character of the
individual's transference is determined by what has been
resolved in tandem with what remains to be resolved of the
Oedipus complex. As both process and content, transference
gives rise to the re-enactment of the infantile child-parent
relationship within a suitable contemporary relationship.
The resolution of the transference, on the basis of which
rests the resolution of the Oedipus complex, occurs through
the process of repeating, remembering, and working through
(Freud, 1912a, 1914a) . The unimpeded unfolding of this
sequence is the central aim of psychoanalysis and comprises
the implicit latent task of the mentoring relationship as
well
.
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The analyst dialectically represents one or both
parents as love-objects and as objects of identification.
Thus, the analysand lives out, in the transference, the old
Ego attitudes and incest prohibitions which were part of the
original striving in the Oedipal situation (Hinsie &
Shatzky, 1940, p. 532-533)
.
Whether in the context of
analysis or mentoring, there is a need for careful
management of the delicate balance of dynamics owing to the
fine line between re-enactment and "working through" (Freud,
1914a, 1926d)
.
Because transference originates in the
Oedipal situation of the parent-child relationship, it is
most pronounced in other dyadic relationships which are
hierarchically structured, such as those between analyst and
analysand, or mentor and protege. The subjective appraisal
of hierarchy between romantically interested dyads also
predisposes the individuals to experience transference. In
these situations which are derivatives of the family romance
(Freud, 1909a)
,
the role of the Oedipal/symbolic third
(Lacan, 1953; Ogden, 1994), is maintained by the institution
(i.e., psychoanalysis, academe, courtship and marriage) .
The Lacanian "name of the father" once represented by the
"father-in-the-mother" (Ogden, 1994) who intercedes between
the mother and infant, creates a space in which the
elaboration of the depressive position and Oedipal
triangulation occurs. Thus, the dramatic enactment unfolds
within the dialectic of subject and object against the
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institutional backdrop of analysis, academe, or courtship
and marriage
.
As the construct and valuation of transference has
evolved over the course of time, so has that of
countertransference; in fact, they have undergone a similar
pattern of development in terms of both theory and
technique. What distinguishes the theoretical treatment of
countertransference from that of transference is the greater
degree of controversy regarding its etiology, use, and
management within the analytic relationship. Regarding
questions of technique, the use and management of
countertransference has implications both intrapsychically
and interpersonally within the domain of the mentoring
relationship. Next we will consider in-depth the issue of
countertransference
.
Countertransference as the Patient's Affect on the Analyst
From early in the history of psychoanalysis, the
concept of countertransference has undergone a process of
elaboration and change, eliciting lively and controversial
discussion within the psychoanalytic community. Broadly
defined, the controversy exists between those adhering to
the "classical" view of Freud, and those gravitating toward
the more modern "totalistic" view (Kernberg, 1965; Lakovics,
1983) .
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Fundamental to any academic discussion of
countertransference is an understanding of the primary goal
of the analyst, which is to come to a fuller understanding
of the patient's unconscious dynamics. Such an
understanding is derived, in part, through the resonance
between the unconscious of the analyst and that of the
analysand
. The analyst's immediate experience of the
analysand plays an important role in this process, which is
viewed as therapeutic within the purview of psychoanalysis
and psychoanalytic psychology. In speaking of resonance, it
is important to highlight the analytic assumption that all
possible human feelings, attitudes, thoughts, impulses,
identifications, and defenses resonate between the conscious
and/or unconscious minds of the analyst and analysand, or
any two people for that matter. It is with this in mind
that the focus of such a discussion takes into account all
that may be subsumed within the transference-
countertransference matrix.
While the issue remains controversial, the trend in the
literature on countertransference has progressed from one of
acknowledgement and repudiation of the analyst's immediate
experience of the analysand, to considerations of
utilization of countertransference "data, " to the current
recognition of countertransference as an essential and
unavoidable ingredient in the analytic interaction. Viewed
as such, countertransference is as much the material of
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analysis as the analysand' s transference. It is for this
reason that it is useful to speak of transference and
countertransference in terms of a matrix of
intersub j ectivity
.
"Counter-transference,
" was first described by Freud in
1910
. From that early point in the development of
psychoanalysis, the construct has undergone a complex
process of elaboration and change. In the classical
approach of Freud, whose theory centered upon the Oedipal
period, countertransference is viewed as arising in the
analyst primarily as a parallel to the transference, which
arises in the analysand.
Freud's early observations on countertransference
derived from having witnessed the complications arising in
the analysis of Anna 0. by his colleague, Breuer, and led
Freud (1910b) to write about transference love. This was
made possible by Freud's distance from the situation, which
allowed him the requisite dispassion to study the
phenomenon
.
In addressing his primary interest in the patient's
response to analysis, and to the analyst, Freud also
described the troubling phenomenon occurring in his
colleague as "a result of the patient's influence on his
[the physician's] unconscious feelings." Likening this
phenomenon to the transference of the analysand, he called
it " counter- transference , " writing specifically:
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We have become aware of the "counter-transference, "
which arises in the physician as a result of the
patient's influence on his unconscious feelings, and we
almost inclined to insist that he shall recognizehis count er- trans ference in himself and overcome itbecause no psychoanalyst goes further than his own
complexes and internal resistances permit (1910b
p. 144)
As is the case with regard to transference, the psychic
mechanism involved in countertransference, according to the
classical view, is displacement or projection onto the
analysand certain of the features of people who were
important to the analyst in his or her early psychic
development. Kernberg (1965) captures the classical
perspective with the following: It is "the analyst's
transference to the patient's person, personality, material,
or transference." Thus, the analyst experiences the
corresponding feelings, attitudes, thoughts,
identifications, impulses, and defenses associated with
those significant people who are called forth within the
context of the specific analysis. In short, the
countertransference of the classical approach may be
regarded as the contribution of the deeper and more
primitive levels of the analyst's psyche as it is directed
toward an external object. Viewed as the analyst's
transference to the analysand (Greenson, 1967, p. 348),
countertransference is thus determined primarily by the
unanalyzed elements of the analyst's Oedipus complex rather
than simply being a response to the patient's Oedipus
complex
.
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countertransference as
Viewing both transference and
ubiquitous, the course of Freud's early thinking on
countertransference paralleled that of his early thinking on
the patient's transference. Initially, Freud regarded the
patient's transference not as the focus of analysis but as
an impediment to it. Likewise, countertransference was
viewed as a sign of the analyst's psychopathology and like
any obstacle to the analysis, something to be abolished. In
acknowledging countertransference, Freud concluded that the
best one could do was to manage the countertransference such
that the analysis would not be compromised. In 1912, Freud
wrote
:
I cannot advise my colleagues too urgently to model
themselves during psychoanalytic treatment on the
surgeon, who puts aside all his feelings, even his
human sympathy, and concentrates his mental forces on
the single aim of performing the operation as
skillfully as possible ... The justification for
requiring this emotional coldness is that it creates
the most advantageous conditions for both parties: for
the doctor a desirable protection for his own emotional
life and for the patient the largest amount of help we
can give him today. (1912b, p. 115)
Not surprisingly, the transference and its resolution
eventually came to be the primary, though by no means sole
focus of analysis. In making this theoretical shift, Freud
was only later able to see that the analyst's
countertransference, insofar as it was related to the
patient's transference, was also an important aspect of the
ongoing work of analysis. This did not, however, preclude
the general belief held by Freud and his early followers
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that the point of the analyst's acknowledgement of the
countertransference was to eradicate it such that the
treatment would not be compromised.
Owing to the effects of the analyst's
countertransference upon the analytic work, Freud prescribed
first a training analysis and then ongoing self-analysis for
the analyst, indicating that a failure at self-analysis is
prohibitive in terms of treating others via analysis (1910b,
p. 145) . Additionally, he recommended that the analyst be
reanalyzed approximately every five years or as needed
depending upon the degree of impairment stemming from the
countertransference. This, he believed, would become
evident within the course of the work.
,
Apart from the two papers already noted, Freud (1910b,
1912b) went no further in delineating the concept, and the
"classical" view (Kernberg, 1965) of the countertransference
as dangerous prevailed with little examination until the
late 1940' s when there was a resurgence of interest in the
therapist's response to the analysand. During the interim,
however, one major advance in theory was made by Deutsch
(1926)
,
when she suggested the radical idea that the
countertransference indeed served a useful purpose in the
process of analysis.
Deutsch accomplished this by introducing the notion
that there are two types of secondary identification
involved in the analyst's experience of, and response to,
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the analysand/patient
. The first she referred to as
"concordant identification," defined as an identification
with the analysand's infantile strivings-
-which is to say an
identification with the analysand as "subject." The second
she referred to as "complementary identification," and she
defined this as an identification with the transference
"objects" of these strivings-
-meaning an identification with
the other.
Though Deutsch acknowledged that these forms of
identification could, in fact, hinder the treatment, she
believed that the analyst who had resolved his or her own
infantile conflicts would use such identifications
constructively in the form of "intuitive empathy." In
bravely advancing her ideas, Deutsch stated: "The
utilization and goal -directed mastery of this
countertransference are some of the most important duties of
the analyst" (1926, p. 137) . By differentiating concordant
and complementary identification, Deutsch broadened the
theoretical field to include empathy and projective
identification (Klein, 1946, 1955; Sandler, 1987) as two
aspects of countertransference. Little attention was given
to this advance until Racker (1957) developed more fully the
ideas of concordant and complementary identification.
Although he was clearly within the classical camp,
Berman (1949) nonetheless contributed to the broadening of
the concept of countertransference by pointing out that some
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Of the analyst's attitudes toward the analysand are actually
elicited by the patient's behavior and transferences.
Taking this a step further, Berman argued that the analyst's
struggle with his or her countertransference serves a vital
curative function for the analysand. While he did not
advocate the need for the analyst's disclosure of such a
struggle, Berman did believe that the analysand would be
aware of it on a tacit level and experience it as the
analyst's "dedication."
After Deutsch (1926) paved the way with her challenge
to the classical view, Heimann (1950, 1956) became the
leading proponent of what later became known as the
"totalistic" view (Kernberg, 1965) of countertransference
.
She argued that countertransference should be defined as the
analyst's total response to the analysand. This includes
both what the analyst brings to the encounter in the way of
unresolved transference, and what the analysand engenders in
the analyst through the encounter in terms of the particular
modes of identification. Heimann boldly stated her thesis,
which others (Little, 1951, 1957; Racker, 1953, 1957, 1968 ;
& Winnicott, 1960, 1960) soon reacted to; many subsequently
adopted the position while others sought to refute it.
Rather than advocate that the analyst avoid any
emotional response to the analysand, as did proponents of
the classical view of countertransference, Heimann asserted
that the "analyst's emotional response to his patient within
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the analytic situation represents one of the most important
tools for his work." Further, she regarded the analyst's
countertransference as an "instrument of research into the
patient's unconscious," thus reifying the totalistic trend
toward depathologizing the countertransference.
Unlike Deutsch, Heimann did not see countertransference
as a form of empathy, but rather as a lapse from empathy (a
view which Schafer elaborated in 1983) based upon the
activation of the analyst's infantile conflicts and thus the
analyst's anxiety. Heimann (1950) stated that an
interpretation made on the basis of countertransference
would be out of rapport with the analysand and thus
potentially disrupt the therapeutic relationship. With this
emphasis, she underscored the analytic relationship and the
ideal of empathy as the mechanism of therapeutic action.
Further, Heimann maintained that the interpretive method was
a means of warding off anxiety arising from
countertransference feelings. She advocated that the
analyst should analyze and reintegrate the
countertransference, which could occur by sustaining the
countertransference as opposed to discharging it through
interpretation. By taking this position regarding the
relationship between countertransference and empathy, she
had one foot in the classical camp, and one foot in the
totalist camp. Heimann' s thesis on the utility of
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countertransference inspired Reich (1951) to respond to the
challenge of the evolving totalistic perspective.
Making one of the most significant contributions to the
classical perspective, Reich (1951, 1960, 1966) initially
built upon Freud's comments and conceptualized
countertransference as the inevitable interfering influence
of "the analyst's unconscious needs and conflicts on his
understandings or technique" (1951, p. 26). Reich regarded
as the analyst's transference any sustained identification
and projection on the part of the analyst which obscures the
analyst's formation of "trial" identifications with the
analysand
. Countertransference so defined was regarded as
disruptive of the components necessary fo any analysis,
including the analyst's capacity for empathy, evenly
suspended attention (Freud, 1912b)
,
and the formation of
trial identifications defined as brief and fleeting
identifications which serve to foster the analyst's deeper
understanding of the analysand (Fliess, 1942)
.
Reich argued that the classical attitude afforded the
best guarantee that the personality of the analyst would not
enter the action-field of the analytic process and thus
allow the transference to unfold and be motivated solely by
the patient's strivings and resistances. In other words, if
the analyst was able to remain virtually uninvolved, the
analysand would be free to develop his or her transference
182
unimpaired, and the transference could be regarded as
behavior for which the analysand alone was responsible.
While this was, in part, not so different from
Heimann's totalistic position on countertransference as an
obstruction to empathy, Reich later differentiated "acute"
from "permanent" countertransference (1966)
. Whereas she
regarded the latter as an obstruction to the analysis, she
regarded the former as based upon the analyst's free
response to the patient's productions via the formation of
trial identifications made in the absence of the analyst's
own activated transference. Associating this with empathy,
she began to view "acute" countertransference as a positive
and useful aspect of the analytic situation.
Gitelson (1952) embellished the classical view of
countertransference by regarding it as an indicator of the
analyst's incomplete or imperfect analysis which contributes
an "interfering factor" to the analytic situation, which the
patient then exploits. Accordingly, he believed that the
analyst's analysis should be ongoing insofar as the
countertransference entailed an episodic activation of
unanalyzed or unintegrated aspects of the analyst's
character. In continuing to analyze and integrate such
material, the analysis of countertransference could be
regarded as having a potentially enriching influence on the
two-person analytic process. Given his classical stance,
Gitelson surprisingly veered away from his orthodox
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colleagues in suggesting that "...the analyst may reveal as
much of himself as needed to foster and support the
patient's testing of reality" (1952, p. 8).
Tower (1956), also identified with the classical
perspective, also questioned traditional views on
countertransference as Heimann did, and likewise sought to
explore how it might be usefully employed in the work of
analysis. Asserting that the analyst is not necessarily
free of transference, she distinguished between the
analyst's transference and countertransference by its source
of origination. Tower regarded transference and
countertransference as parallel processes, viewing
transference as originating in the subject (whether
analysand or analyst)
,
on the basis of unresolved Oedipal
issues, and countertransference as being elicited by the
object/other's transference. Given Tower's identification
with the establishment, her more relaxed views helped to
open further the dialogue on countertransference.
Also advocating the use of countertransference, Searles
(1979) regarded it as the single most reliable source of
research and therapeutic value. This is because the
analyst's personality and sense of identity functions as a
most sensitive and reliably informative scientific
instrument, providing data as to what is transpiring within
the analytic hour; often this occurs in areas not verbally
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articulable by the analysand for reasons of defensive needs
or expressive limitations.
In addition, in response to the stance assumed by Reich
1^60), Searles viewed the virtual absence of
countertransference in the analyst as a red flag indicating
problems between the analyst and analysand that go beyond
the patient s psychopathology. Thus, absolute analytic
neutrality would be regarded by Searles as a sign of
difficulty within the analytic interaction and the analytic
relationship. In relating this to Reich's positive notion
of acute countertransference in the form of trial
identification, this would either indicate the analyst's
lack of identification with the analysand, and therefore an
incapacity for empathic attunement, or the presence of
strong, unconscious defenses mobilized against strong
unconscious wishes.
On the basis of Sullivan's (1950, 1977) interpersonal
paradigm, Gill (1983) took a bold step in advancing the
understanding of the therapeutic situation. By underscoring
the analyst's role in the analytic interaction, he suggested
a redefinition of transference and, by implication,
countertransference as well. As opposed to defining
transference as developing in the absence of a significant
contribution from the analyst, as does the classical
perspective (i.e., the analyst as a blank screen), Gill
defined it as an aspect of the interpersonal paradigm.
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Rather than regarding transference-countertransference
phenomena as a distortion of reality defined by the analyst,
and regarding reality as being about what is "not
transference" and "not countertransference," Gill (1982)
spoke of the transference-countertransference interaction.
This takes into account the differing perspectives of
analyst and analysand such that each person's view is seen
to be plausible in terms of describing "social reality"
within the analytic context. In discussing aspects of
transference interpretation on the basis of
countertransference experience, DeLaCour also refutes the
notion of an objectively perceived reality:
There is no single optimal account of reality,
especially not the one the therapist has access to, and
treatment does not consist of the patient coming to
adopt the therapist's view of reality... It makes no
analytic sense to imply that the patient's attitudes
are influenced by unconscious processes while the
therapist is immune from such processes ... all
perceptions are assimilated into preexisting internal
schemas. Thus all perception is codetermined by the
external world and the internal structures for ordering
it. In the most general sense, any perception includes
transference. It is the rigidity or the narrowness of
the patient's perception of the therapist [and by
implication, the analyst's perception of the patient]
that merits analysis as transference. (DeLaCour, 1985,
p . 5)
What follows from this is that countertransference may be
usefully viewed as "a positive way of learning about the
patient and not merely as an aspect of the therapist's
pathology" (DeLaCour, 1985, p. 5)
.
At an earlier point, along this same line of thinking,
Gill turned to the work of Sullivan (1950) , highlighting the
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concept of consensual validation,
" and the interpersonal
context of reality testing. Accordingly, reality may be
regarded as being co-constructed. Thus, understanding the
locus of therapeutic action has to do with perceiving and
articulating the intersubj ective as it unfolds within the
work of the analytic dyad. This construction of
intersub j ective reality has definite implications for
analytic technique and ultimately for therapeutic change.
In contrast with Reich, Gill (1982) suggested that the
search for the analyst's contribution to the analytic
situation should be the first step in the analysis of
transference, on the grounds that the presenting
manifestation of psychopathology lay in the immediate
interpersonal interaction. Further, he maintained that in
spite of the difficulties of doing so within the analytic
situation, the patterns of interpersonal relationship should
be made explicit in order for the analytic work to proceed.
Unlike Reich, he did not propose the eradication of
countertransference but rather the utilization of it as a
means of understanding the interpersonal and intersubj ective
field as it drives the analytic action. Along with this,
Gill maintained that the therapist should be ever ready to
inquire into the patient's experience of the relationship,
and in fact, do more inquiring and less conjecturing on the
basis that "attribution of meaning to behavior is a highly
arbitrary business" (Levenson, 1982)
.
Essentially, Gill's
187
stance was twofold: He did not refute the notion that
transference is ubiquitous, and to be found in both the
analyst and analysand, and he clarified the idea that
countertransference was also to be found in the experience
of both analyst and analysand.
G-i-H s argument places him in basic agreement with
Heimann, and the implications for technique with regard to
interpretation are similar in both cases. The point that
the analyst will inevitably fall in with the patient's prior
expectations allied him with Sandler (1976b)
,
who also
adopts a totalistic perspective. And finally, like Levenson
(1972, p. 174), Gill maintained that the therapy's success
derives from the analyst's ability to become "trapped" in
the system, and then to work his or her way out. On all of
these central points, Gill differs from Reich and the
classical perspective on countertransference.
In his very influential work on the analytic attitude,
Schafer (1983) took a stand somewhere between the classical
and the totalist perspective on countertransference by
characterizing countertransference as a lapse from the
analytic attitude of "neutrality." He defined neutrality
not as an absence of feeling, but as the dynamic maintenance
of psychological equidistance from the various objects and
issues presented by the analysand. Schafer regarded such a
lapse on the analyst's part as inevitably resulting in a
disruption of the patient's sense of safety within the
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analytic situation, creating instead a "danger situation" in
psychological terms
.
According to Schafer, the deleterious effects of such a
lapse may be counteracted through the analyst's naming and
acknowledgement of the event, followed by a process of
working- through . " Schafer (1959, 1977) asserted that
through on-going self-analysis, the analyst's
countertransference becomes useful in that it allows for an
analysis of the patient's response to what transpires. This
response may be regarded as characteristic or paradigmatic
within the general context of trauma in the patient's past
experience. Thus, the upset in the analytic relationship
becomes an opportunity for the further resolution and
integration of all that it symbolizes.
In summary, proponents of the classical perspective
advocate that countertransference should be expelled from
the action of analysis on the basis that it skews the
interpretive process and potentially impedes the analysis by
upsetting the therapeutic alliance. Proponents of the
totalistic perspective believe that countertransference is
inevitable. Accordingly, they maintain that once subjected
to self-analysis, countertransference can be used to inform
the analyst's understanding and interpretation of the
patient's psychic material.
Most broadly defined, the totalist perspective embraces
countertransference as the therapist's total emotional
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response to the analysand, not merely the analyst's
pathological response, as the classical paradigm suggests.
It requires the analyst to direct "evenly suspended
attention" not only to the analysand, but also to the full
range of his or her own thoughts and feelings, even if such
thoughts and feelings initially seem irrelevant,
inappropriate, or unacceptable (Tansey & Burke, 1989)
. The
analyst is thus encouraged to treat all thoughts and
feelings as potentially important sources of information
about the analysand, and far from seeking to become
impervious to the patient's influence, the analyst strives
to appreciate the ways in which he or she is being acted
upon by the analysand in addition to the ways in which he or
she is influencing the analysand. The following quotes
deftly address this issue of mutual influence:
...what is distinctive here is the recommendation for a
continual scanning for the transference implications in
all associative material. This approach takes
literally the axiom that the patient's associations are
always influenced by the presence of the therapist.
(DeLaCour, 1985, p. 7)
Sandler's (1976) notion of "compromise" existing
between the analyst's unique personality and the
patient's capacity to infuse the therapeutic
relationship with his or her own particular wishes and
needs is especially useful in assessing the degree of
influence exerted by the therapeutic interaction upon
the subjective experience of the analyst. (Tansey &
Burke, 1989, p. 41)
Foundational to the analytic relationship is its
hierarchical structure, which rests upon the fact that the
analyst has already undergone an analysis. He or she has
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thus worked through a good bit of transference material and
is more conscious of what remains unresolved of the Oedipal
situation which might be activated. For this reason, when
the analysand evokes in the analyst responses associated
with those significant people from the analyst's past (i.e.,
the Oedipal situation and its derivatives), the
interpersonal and intersubjective matrix is rife for the
"working-through" of neurotic conflict.
Venturing furthest from the classical view, some
(Gitelson, 1952; Levenson, 1972, 1982; Chrzanowski, 1980)
advocate the analyst's prudent disclosure of
countertransference to the analysand under certain
circumstances. This is a controversial issue which has
implications for the nature and structure of the analytic
relationship. Particularly, this has to do with the
distinction between mutuality and symmetry (Aron, 1993) as
independent dimensions.
Mutuality refers to the way in which the relationship
is conceptualized in terms of the "spiraling interaction
between transference and countertransference in which each
constitutes, organizes, and perpetuates the other."
Clearly, the mutuality involved in analytic work depends
upon the active engagement of both people and the
unconscious "fit" between them. An analyst who acknowledges
the mutual cycle of influence between analyst and analysand
might structure his or her work in either a symmetrical or
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an asymmetrical manner. Likewise, an analyst who rejects
the principle of mutual influence and maintains that the
transference arises from the analysand with little
contribution from the analyst, might have either a
symmetrical or an asymmetrical way of working.
Self-disclosure is related to the dimension of
symmetry-asymmetry, not that of mutuality. Aron ( 1993 )
proposes radical mutuality and a moderate degree of
symmetry. Accordingly, the complex intersub j ective
interactions between analyst and analysand are so densely
co-constructed that there is no possibility of analytic
objectivity. The analyst does, however, have many choices
to make about how hierarchically structured the relationship
is in terms of roles and boundaries. Aron believes that it
is important to maintain different roles for analyst and
analysand, but argues for more flexibility in role
requirements than is encouraged by most classical models.
This inevitably presents the analyst with the need to make a
choice about what level of self -disclosure, if any, is
appropriate in response. Ultimately, the utility of self-
disclosure can be evaluated by whether or not the
intervention fosters the analytic task. The optimal level
of symmetry will vary for each dyad, and may vary from
moment to moment within the encounter according to the
individual needs of the two participants. Each analytic
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dyad must work out a unique way of managing the dynamic
tension between participation and restraint.
While the work of analysis fosters ongoing integration
for both analyst and analysand, it depends upon a greater
degree of resolution of Oedipal strivings on the part of the
analyst. This asymmetry generally fosters a more intense
and far-reaching experience for the analysand, paralleling
the experience of the protege involved in a mentoring
relationship
.
Finally, in reviewing this long-standing controversy
surrounding the issue of countertransference, it is
interesting to ask what exactly Freud meant by his
injunction that the analyst should "overcome," the
countertransference when he wrote the following (Previously
quoted on p. 176)
:
We have become aware of the "counter-transference,"
which arises in the physician as a result of the
patient's influence on his unconscious feelings, and we
are almost inclined to insist that he shall recognize
his counter- transference in himself and overcome it
because no psychoanalyst goes further than his own
complexes and internal resistances permit. (Freud,
1910b, p. 144)
Given the complete ambiguity of Freud's statement, and the
fact that he did not say much more on the topic in later
writings, Freud's directive lends itself to a dual
interpretation. It thus is not surprising that the
defensive assumptions at the core of the classical
perspective on countertransference spawned the more
contemporary totalist perspective.
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In addition to pre-Oedipal concerns, the tension
between the classical and totalist perspectives, which deal
with Oedipal concerns, has been evident in the realm of what
the mentoring relationship attempts to negotiate at a tacit
level. The following chapter will highlight evidence of
both pre-Oedipal and Oedipal dynamics experienced within the
mentoring relationship.
Working-Through
Hinsie and Shatzky (1940) define "working- through" as
an internal process of "rearranging, adjusting,
reconstituting and remodeling the excitations produced in
the psyche" which results in the capacity to redirect them
into other channels "in order to prevent their harmful
effect because of the impossibility or undesirability of
discharging them outward." They quote Freud (1924a) in
saying
:
We have recognized our mental apparatus above all as a
device for mastering excitations which would otherwise
be felt as unpleasant or would have pathogenic effects.
The ' working- over
'
process of stimuli in the mind
accomplishes wonders for the internal discharge of
excitations which are incapable of direct discharge
outwards, or for which such a discharge is, for the
moment, undesirable ... One must allow the patient time
to get to know the resistance of which he is ignorant,
to ' work- through' it, to overcome it, by continuing the
work according to the analytic rule of defiance of it.
(Hinsie & Shatzky, 1940, p. 557)
The process of working- through involves the loosening
or undoing of the adhesiveness or fixation of the libido to
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Its objects. As in the case with mourning, the aim of
working- through is the gradual withdrawal of libidinal
attachments from lost or abandoned objects. It involves
first a hypercathexis, and then a decathexis of the object-
and self
-representations that form the basis for neurosis.
Corey elaborates the concept of working- through in the
following
:
The working- through process consists of an exploration
of unconscious material and defenses, most of which
ori9ina t ed in early childhood. Working through is
achieved by the repetition of interpretations and by
exploring forms of resistance. It results in a
resolution of old patterns and allows clients to make
new choices.
. .It is assumed that for clients to become
psychologically independent they must not only become
aware of this unconscious material but also achieve
some level of freedom from behavior motivated by
infantile strivings, such as the need for total love
and acceptance from parental figures. If this
demanding phase of the therapeutic relationship is not
properly worked through, clients simply transfer their
infantile wishes for universal love and acceptance to
other figures they deem powerful. It is precisely in
the client/therapist relationship that the
manifestation of these childhood motivations becomes
apparent. Because the transference relationship takes
time to build in intensity and additional time to
understand and resolve, working through requires a
lengthy period in the total therapeutic process.
(Corey, 1991, p. 117)
While mentoring is distinct from psychoanalysis, the concept
of working- through may nonetheless be usefully applied to
the mentoring relationship.
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CHAPTER VII
THE WEDDING OF PSYCHOLOGICAL AND PRAGMATIC TASKS:
LATENT AND MANIFEST ASPECTS TOGETHER
Mentoring During the Graduate Ypars
Graduate education is a time during which the mentoring
relationship potentiates the student's development, and thus
it may be regarded as "transitional." in this respect, it
has a beginning phase, a middle phase, and an ending phase
(Hendricks, 1992) . The aims of this transitional
relationship are twofold.
At a manifest level the mentoring relationship
functions to foster the student's pragmatic task of career
development through the mentor's wisdom, guidance, and
example. As a natural hierarchy, the mentor/protege
relationship is built upon the senior person having attained
something worth imparting to the less senior person; in the
process of mentoring there is a mutual valuation of this
differential
.
At a latent level, the mentoring relationship might be
regarded as similar to other dyadic relationships such as
marital partners, or analyst and analysand. Inherent in the
coupling is a dynamic psychic life comprised of the amalgam
of subjective and objective experience. To the extent that
social reality may be regarded as co-constructed, the
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intersubj ective experience is an essential aspect of the
relationship as well. it is within this realm that the
mentoring relationship functions to serve the mutual and
complementary psychological needs of the participants.
With the fostering of both conscious, pragmatic aims,
and often less than conscious, psychological aims,
development proceeds. in this regard, the mentoring
relationship serves to bridge the pre-professional and
professional years of the protege, during which time the
student matures and, under ideal circumstances, attains the
status of "colleague" to his or her mentor. The task of the
mentor is the more subtle continued integration of
personality. The mentoring relationship, then, fosters the
development of both participants.
While the surveys used in the study were helpful in
mapping the terrain and establishing the personal context of
the participants, the interviews illuminated the details of
the participants' experience of mentoring.
The interview format allowed the participants to
operationalize terms, elaborate meanings, and articulate
themes inherent in their mentoring experience. It involved
an exploration of their mentoring history up to the present,
with some anticipatory exploration about the future. It was
grounded in further exploration of family history to examine
the etiology of personal values, issues, interpersonal
styles, and prototypic relationships. Finally, the
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interview inquired about what led people to participate in
the study, and how they regarded the content and process o
£
their interviews
.
In reporting the results of this study, I cover the
areas of definition (See Chapter I), essential nature, and
developmental stages of the mentoring relationship. Within
these three categories, a variety of themes emerge from the
transcript data, which illustrate the various theoretical
considerations examined earlier. The primary data is
organized thematically according to the stage of the
mentoring relationship in which it becomes most relevant and
most clearly articulated.
Highlighting transcript material, I examine evidence of
pre-Oedipal concerns in the context of the initiation stage
of the mentoring relationship which involves mutual
attraction, pairing, and identification. Next, I examine
evidence of Oedipal concerns in the context of the
cultivation stage of the mentoring relationship. In doing
this, I emphasize the explicit pragmatic task, along with
the implicit psychological task, by focusing on the role of
conflict and collaboration within the relationship. Linking
this middle stage with the Oedipal period, I highlight the
transference-countertransference matrix as the modern day
sphere of Oedipal concerns. With regard to the resolution
stage of the mentoring relationship, I emphasize the
psychological process of working- through as the vehicle for
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separation and redefinition. This working- through of
Oedipal concerns takes place within the context of the
transference-countertransference matrix between the
participants. As the transference-countertransference
dynamic is better understood, the Oedipal situation is
further resolved. The consequence of an effective mentoring
relationship, then, is that both individuals reach a greater
degree of maturity and character integration.
In order to aid the reader in identifying the
participants and tracking the continuity of information,
Table 1 provides some basic classif icatory data. There
follows a synopsis of the most salient features which
emerged from the interview data in the form of transcript
material and commentary. I have used pseudonyms to protect
the confidentiality of all participants and the people to
whom they refer.
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Table l. Pseudonyms and Participant n^ographirs
Students Age
Herbert 78
Rachael 27
William 41
Ophelia 28
Eduardo 28
Melissa 34
Allison 23
Douglas 31
Phillip 26
Jenifer 31
Isabell 31
Lorelie 46
Kenneth 27
Faculty Age
Barbara 44
Terence 54
Frances 45
Stanley 69
Charles 64
Natalie 56
General Area of Study
Humanities
Arts
Social Sciences
Social Sciences
Social Sciences
Social Sciences
Humanities
Mathematics
Mathematics
Natural Sciences
Humanities
Natural Sciences
Social Sciences
General Area of Study
Natural Sciences
Social Sciences
Natural Sciences
Humanities
Natural Sciences
Social Sciences
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Qb~]ect Relat ional Metaphors of Mpntorina
Addressing the topic of mentoring in both general and
specific terms, all participants made reference to other
forms of relationship. These referents were regarded as
metaphors for mentoring. Most were hierarchical metaphors
rooted in early family roles and relationships. This
emphasis highlights the nature of the mentoring relationship
as it takes into account the vertical dimensions of
hierarchy and power, and the horizontal dimensions of
proximity and intimacy (See Chapter II)
.
Most participants either implicitly or explicitly
compared the mentoring relationship to the parent-child
relationship, inferring certain qualities about the nature
of the relationship. The following quotes illustrate this
motif
:
Students :
Kenneth: A lot of what I think about mentoring has to
do with the fact that my father is very successful at
what he does. I want Bill's respect just like I want
my father's, and it's equally difficult to get. If I
did something wonderful as a child my dad wouldn't say
'Oh, that's great!' He'd just say 'Well, that's what's
expected.' Bill is just the same way.
Kenneth finds that his relationship with his mentor is very
similar to his relationship with his father, and somehow
this is not surprising. What he knows about mentoring he
learned from his father, whose respect is of central
importance
.
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Melissa: Joe's an older, more mature man, whom I findrelatively attractive. His intellectual style, thethings he's concerned with, and the way he talks remindme of my father, so I may be trying to please him. Ialways incorporate his suggestions, ideas, and thethings he makes me think about into the next draft ofmy papers ... I suspect that must have helped him feellike he was having an impact on me, and so he wanted to
continue the relationship because it was a two-way
thing. 1
Melissa notices that she wants to please her mentor in much
the same way she wants to please her father. While she does
regard herself as subordinate she nonstheless recognizes the
mutuality involved in the mentoring relationship.
Faculty :
Terence: I saw one of my students from Columbia at a
conference some years ago and there's still a very warm
feeling between us. We very much enjoyed seeing each
other and I've asked other people about him over the
years to see how he's doing and he's been a success.
My own advisor at Columbia, with whom I still
correspond, called my students his grandstudents
.
Think about that
!
Terence inadvertently refers to the role of mentor as a
fatherly role by making reference to his own mentor as the
grandfather of his students.
Natalie: Well, in looking back on my own career, I
recognize that I owe a great deal to the mentorship of
two former professors who were actually married to one
another. . .1 regard them as Godparents to my
career. . .The fact that they were a couple made the
relationship easier, I think, because there was no
question of sexual undertones. They had several other
proteges as well, and that was their family. They
never had children of their own.
Here she invokes the metaphor of the Godparents, whose co-
parenting served to diminish the potential sexual
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"undertones" which might have otherwise existed and required
some reckoning.
Elaborating the parent-child motif, some participants
emphasized the quality of parenting, with a specific
reference to the goodness of the mothering, fathering, or
parenting in general. This reminds us of Winnicott's
concept of the good-enough (m) other.
Students :
William: My father speaks occasionally and very fondly
of a couple of uncles who were like good fathers. Theykind of took him under wing and played ball with him ordid this, that, or the other thing with him because hedidn't have a father growing up... Ever since highschool
I've always sought out male mentor figures. At every
point along the path I've always had a male mentor whom
I admired for his intelligence, integrity, humanity,
and for taking an interest in me. They've always,
except in one case, been what I would call good
fathers... My current mentor, Claude, is an 'empty
nester . ' He and his wife have three grown sons. They
have a long-standing tradition of inviting graduate
students into their home. This is the kind of
relationship he's always had with his students.
Linking his own pursuit of mentoring with the legacy of his
grandfather's absence, William notes that his father found
"good fathers" among his uncles. He describes his own
mentors as good fathers, and then goes on to include his
mentor's spouse. By implication, she is the good mother.
Together, these good parents invite William and other
students into their home to fill the "empty nest" and make
the family whole again. In his pursuit of mentoring,
William joins with his own father in rectifying the father
loss .
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Douglas: with my past mentors, Sally and Hue, it justfelt warm. I felt like I was wanted" like thiy
]
respeoted me and thought I was great. They made me
I®d iTkPV 9 KThey were the kind of teachers thatlike to see be parents, and that's the kind ofrelationship I work to establish with my children.
Douglas describes his past mentors as good parents with whom
he is a good baby, allowing the situation to be very cozy.
This portrayal speaks to Winnicott's concept of the holding
environment which is established and maintained by the good-
enough mother.
Phillip : Paul is very interested in having me
progress, so he pushes me when it's necessary. He's
always right there.
. .He's been very understanding
without knowing a lot about what's happening in my
life.
With the implicit metaphor of the good father, Phillip
portrays his mentor as eagerly supporting his coming of age
through the provision of what Winnicott referred to as the
facilitating environment. Phillip's mentor doesn't hold him
back or push him away prematurely, but energetically invites
his development.
Faculty :
Charles: As I see it, my job is to give people a start
on life, and hopefully a good start, then an entry into
a good career so that they can be productive and
enthusistic and feel that they've accomplished
something useful... I'm certainly interested in the
personal well-being of my students. I get to know
them, and as I would my own children, I want to see
that they develop a lifestyle that is positive and
fulfilling, to give them an opportunity to live a good
life. But I don't feel that I have the same
responsibility that I do with my own children. If
later they go off in a direction that I don't like, I'm
not going to worry about it. I don't have the
continuing commitment to how my students lead their
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lives as I do to
here I know I ' ve
my own children, so when they leavefulfilled my responsibilities.
Charles mentors his students in much the same way that he
parents his children, bringing to the role both the
nurturance and holding associated with maternal care, and
the facilitating guidance associated with paternal care.
Nonetheless, he knows the limits of his role as mentor, and
he expresses the clear capacity to maintain appropriate
detachment with his students while still doing much to
foster their development
.
Within the parent-child motif, some emphasized the
inadequacies of the academic parenting they receive,
illustrating insufficient provision of holding and
facilitation
:
Rachael: In the two relationships which have come
closest to mentoring so far, I really felt kind of like
an orphan. Though I felt somewhat of a bond with Ruth
I really felt hurt and abandoned by her also. In fact
I feel hurt by all of my mentors. They really haven't
grabbed hold of me. They haven't really made a choice
to help me.
Rachael has felt consistently abandoned by those from
whom she has sought mentoring. Her depiction invokes the
image of a mother who, for whatever reason, is unable to
bond with her baby. In terms of the lack of mutuality and
what Bowlby referred to as secure attachment, Rachael has
not actually experienced the full benefits of a mentoring
relationship
.
Isabell : There' ve been times when I wished I could say
something to him about himself. He's going through a
rough period and I can see that he's hurting and it's
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affecting his work... I'm beginning to see that he's nnt-continuing his own education, which affects how heeducates others. I'm tempted to open up those channelscommunication, but I don't know how he would react.It would open up a relationship that we don't have
and a
.
little afraid of that; of taking onthat burden, which is what I feel happens when youexchange problems... I don't at all see him as a fatherfigure. There's a wall up that I don't want to takedown. I don't think it's a fear of anythinq inparticular. I think it's just part of my inhibition.
Isabell gives the sense that she is a parentified child who
has become quite self
-protective in the absense of adequate
parenting. She can't even liken her mentor to a father
figure because he is seemingly too dysfunctional. She seems
to be in a dilemma about how to get her needs met . The
dilemma is characterized by what Bowlby called anxious-
avoidant attachment. Additionally, she links her depressive
affect with her need for defense against further
disappointment
.
Moving now from hierarchical parent-child metaphors to
metaphors which are non-hierarchical
,
one metaphor which
surfaced was the metaphor of the mentor as sibling:
Student :
Herbert: While I'm old enough to be Fred's father,
he's nonetheless mature enough to be able to accept me
on his own level as if I were approximately in his age
group, as if I were his intellectual equal, not only as
an associate but also as a friend. He withholds no
punches. Having Fred as a mentor is like having a
wished for brother. I do have a brother but there is a
great disparity in our ages, so that when we were
growing up the relationship was almost like that of
parent and child. My brother's much younger than I, so
a peer, or collegial relationship with him was lacking,
and that's what I think Fred has given me to a great
extent. He's the younger brother who can be a peer.
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First, in emphasizing the factor of age, Herbert expresses
some of the interpersonal complexities inherent in his
mentoring relationship with a man young enough to be his
son. Part of the power of the relationship is that it is a
context in which, as an aging father in actuality, Herbert
is accorded equal status with the symbolic son who's in his
prime. This effectively counteracts the declining status
associated with the cultural stigma of aging. Herbert then
compares Fred to a wished for brother who is a peer, making
up for the loss of being father to his own brother as
opposed to having the companionship of a brother more his
own age
.
In grappling with anxieties about feelings of sexual
attraction toward her mentor, another student came up with a
metaphor of the mentor as kissing cousin:
Lorelie: I'm starting to know him better and in a
different way. My mentor is understanding and
compassionate, but not like a compassionate parent.
He's too cute [laughter] and he's about my age. That's
where the cuteness helps me a bit. I'd never look at
him as a father figure, though I might regard him as
kind of a kissing cousin.
Clearly, Lorelie denies regarding her mentor as a father
figure primarily on the basis of his attractiveness to her.
This seems to suggest that if she did regard him as a father
figure, her Oedipal anxieties would be aroused. By refering
to a family relationship and then introducing an element of
distance, she relegates him to a less threatening position.
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Moving still further from the familial paradigm, one
student compared the mentoring relationship to the
relationship between platonic friends. In spite of this
conceptualization, what she described seemed to imply some
degree of denial of sexual and romatic interest on her part;
it may also represent some controlled sexual and romantic
interest on his part
:
Allison: We get along very well as friends. I had Ted
over for brunch to meet my parents last weekend. He
knows me, personality wise... I'm not aware of any
sexual or romantic feelings toward me on his part,
though he's definately a flirt. I don't see him
concentrate his flirting on me, though. I mean, he's
totally respectful. I don't know if I would know if he
were sexually attracted to me because I don't know if
he would let it show. He's respectable enough that I'm
not sure he would even tell me. He knows I've got a
serious boyfriend, so... I don't think he would say
anything. I think he's attracted' to me like any male
would be attracted to any female that he was fond of
and enjoyed being with, just like I'm attracted to him
in that way... but not sexually. He'll give me a hug or
something and it's not at a sexual level . . . I think in
an affectionate way I'll always be his student, though
I think the mutual respect will grow... I can see him
completely acknowledging me as a peer if I do things
that are worthy of his praise and respect.
At first Allison gives the impression that she regards her
mentor almost as if he were her boyfriend, though in the
context of not yet having entered the genital stage of
adolescence. She doesn't see his sexual interest in her and
this allows her the sense of protection by the abstinent
though appreciative father figure. As the child always
remains the child to the parent, even in adulthood, she
anticipates that she will always feel like her mentor s
student, even as a full-fledged professional. The metaphors
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she articulates are progressively less romantic and sexual.
In a sense, by regarding her mentoring relationship as a
friendship, she easily manages tensions around both intimacy
and power.
Faculty :
Natalie: There was another man after my Godparents who
was a very important mentor to me. He was totally
wonderful, and I admired and adored him... not anybody'simage of a Cambridge don, a person whose high spirits
counted against him professionally. He was
irrepressible, both intellectually and emotionally, a
wonderful human being... but it was an entirely
intellectual engagement
. There was no question about
anything else.
Here, Natalie calls forth the metaphor of the potential
though abstaining lover.
While most referred to hierarchical metaphors, some
participants found more resonance with the non-hierarchical
metaphors of mentoring which drew together features of love
and work. Specifically, some of the comments made by
students and faculty alike emphasized the collegial quality
of their mentoring relationships, which was not surprising.
Nonetheless, these participants also recognized and
validated the aspects of their relationships which were
indicative of an implicit hierarchy, thereby highlighting
the paradox involved in the dynamics of mentoring.
This paradox embraces the seeming incongruence between
the structure of the relationship and the feeling tone of
the relationship. It appears that part of what an effective
mentor brings to the relationship is the capacity to
209
highlight the sense of collegiality between the two of them.
Because this serves to motivate the task striving of the
protege, it may be regarded as a libidinal aspect of the
mentoring relationship. By agreeing to emphasize the
collegial aspects of the relationship, while simultaneously
honoring the reality and meaning of the distinction between
faculty and student, the two indeed do become colleagues.
This dialectic of differential status (asymmetry) and
equality (mutuality) propels the task and thus the work.
The following quotes serve to illustrate this dialectic:
Students :
Ophelia: What's true in my department is that we're
really treated like colleagues from the start,
especially as we get to be more advanced in the
program. There's not much distinction made between the
older, more experienced person and the younger, less
experienced person. The lines are really blurred.
Here, Ophelia depicts a relationship which seems non-
hierarchical
. She portrays neither the feeling of being
given something by someone capable of provision, nor the
feeling of mastery in being regarded as a colleague of an
older and more experienced person.
Jenifer: If I were going to define the mentorship
between Alan and me I'd say that I'm his intellectual
child; that he's my intellectual father . . . Alan doesn't
believe in hierarchy between professors and students.
It's a very good feature about him, but it's also a
difficult feature about him. It makes him very special
because you feel that he's a companion in the
laboratory. That attracts me a lot. I don't think I
could have studied with a professor who didn't regard
me as a colleague. . .When we first met in Europe it was
very mutual, though it wasn't like a crush at all until
later. We just had a very good connection. We giggled
and talked about literature and all kinds of things. I
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weaf ; mostly with women, and it's always at:Lme. He always inspires me
. . . For a while I gotdepressed a lot
. I was very lonely and he would alwayssupport me and bring me up. Later we wrote a paper
Y
together. it was almost like our offspring in a
way... like we created a baby together ... That was kind
? ^ninteresting phase. Sometimes he communicates hisbeiief that I'll surpass him. It makes me feel that hethinks of me as his daughter ... Now I do as much for him
as he does for me.
Jenifer's description includes many metaphors which are not
entirely discrete. She emphasizes a father-daughter
metaphor by referring to her mentor as her intellectual
father. She also differentiates subtly between the father-
child daughter motif, and the father-adult daughter motif.
Simultaneously, she has a strong appreciation for the ways
in which her mentor allows her to be a colleague; this
invokes the companion and mate metaphor, given the fondness
and sexual attraction which has characterized their
relationship from early on. It also anticipates the later
development of an eroticized transference-
countertransference dynamic within the mentoring
relationship. Clearly, the Oedipal parent-child metaphor
infuses Jenifer's relationship with her mentor. It's
difficult to say which metaphor is predominant, as each is
periodically most salient as the two of them move from one
trial identification to another.
Faculty :
Stanley: I like to think of the students I work with
as peers, that I'm just a higher level peer. I don't
think of myself as a father figure. As a matter of
fact, I think of myself more as, not really a pal
particularly, but a colleague.
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Stanley, in describing his mentoring relationships with his
own students, turns to the non-hierarchical metaphor of
peers or colleagues. His description indicates his
management of Oedipal tensions at an unconscious level,
leaving the pragmatic task of mentoring uncomplicated by
added stimuli or impedence of a psychological nature.
In summary, the transcript material suggests that the
provisions of mentoring include aspects which may be
regarded as both maternal and paternal; this would include
the functions identified by Winnicott of holding and
facilitating, as well as the functions of mirroring and
idealization which Kohut associates with the selfobject.
The strongest counterpoint to the parenting model is one of
collegiality
,
indicating the beneficial effects of
maintaining the dialectical tension between hierarchical and
non-hierarchical ways of relating. Infusing both the
parental and collegial models of mentoring is a subtext
involving issues of latent and manifest sexuality. This
indicates the importance of the mentor's attitude toward the
protege being one of full appreciation tempered by
abstinence
.
Stages of Relationship and Associated Themes
Levinson, et al
.
(1978), posit three stages of
mentoring: Initiating, modifying, and terminating. A few
212
aspects of those stages are highlighted below from the point
of view of the protege
:
In the usual course, a young man initially experiences
expert and a ?h
V1C
?
°r aPPrentice to a more advanced,
authoritative adult. As the relationshipvolves, he gains a fuller sense of his own authority
The h^a CaPaC f tY ' f °r autonomous, responsible action/bal nce of giving/receiving becomes more equal,he younger man increasingly has the experience of ' Ian adult
'
*
nd their relationship becomes moremutual. This shift serves a crucial developmentalfunction for the young man: It is part of the processby which he transcends the father-son, man-boy division
of his childhood.
. .Mentoring is best understood as aform. of love relationship. It is difficult toterminate in a reasonable, civil manner. in this
respect, as in others, it is like the intense
relationship between parents and grown offspring, orbetween sexual lovers or spouses. The mentoring
’
relationship lasts perhaps two or three years on the
average, eight to ten at most.
. .Sometimes it comes to a
natural end and, after a cooling-off period, the pairform a warm but modest friendship , . . And so it ends.
Much of its value may be realized-
-as with love
relationships generally-
-after the termination. The
conclusion of the main phase does not put an end to the
meaning of the relationship. Following the separation,
the younger man may take the admired qualities of the
mentor more fully into himself. He may become better
able to learn from himself, to listen to the voices
from within. His personality is enriched as he makes
the mentor a more intrinsic part of himself. The
internalization of significant figures is a major
source of development in adulthood. (p. 99-101)
Kram (1983) and Phillips (1977) also discuss the
mentoring relationship in terms of its progression through
distinguishable stages. In focusing upon the developmental
advances of the protege, Phillips names the stages of
mentoring as follows: Mutual admiration, development,
disillusionment, parting, and transformation. Kram (1983)
goes beyond Phillips in articulating the following stages,
with the focus upon the mentoring dyad:
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...the initiation stage, during which time the
•
a
^
lonshlP is started; a cultivation phase, durinq
which time the range of functions provided expands to
maximum; a separation phase, during which time the
established nature of the relationship is substantially
altered by structural change in the organizational
context and/or by psychological changes with one orboth individuals; and a redefinition stage, during
which time the relationship evolves a new form that is
significantly different from the past, or the
relationship ends entirely. (p. 614 )
Their work supports the inference that both the mentor
and the protege must experience the relationship as
reciprocal; each must increasingly value the other over time
in order to invest sufficient energy in the relationship to
promote growth and foster commitment to the goals of the
relationship
.
Pre-Oedipal Concerns During the Stage of Initiation
In order for a naturally occuring mentoring
relationship to form, something must initiate it. In the
early stage of initiation, the focus is on aspects of
attraction, identification, and pairing. In examining this
process, the participants were asked to remember how they
became aware of the person who would later become their
mentor or protege, what attracted them to the other, who
initiated the early contact, and how the interaction
developed
.
While many participants in the study did not remember
the very earliest interactions with their eventual mentor or
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protege, one faculty member explicitly recalled who made the
first move that communicated interest and appreciation of
the other. it was this move which launched his own early
mentoring relationship as a graduate student:
Faculty :
Stanley: In my early experience the one who most
closely fit the definition of mentor was the Dean. Itook a research course from him and we just clicked.He had to make the overtures because I was not the typeto initiate anything. Well, I was a fellow and alsothe
.
president of the graduate council and I guess he
noticed me
. .
And still, it's my students who initiate
the connection with me, and the students I've really
appreciated working with over the years, well, they're
noteworthy
.
Recognizing that sometimes people "just click, " Stanley
captures the subtlety of the very early interactions which
promote mentoring relationships. Still, he clearly suggests
that were it not for the more obvious overtures made by his
professor, they wouldn't have developed the relationship
they did. Maintaining his consistency, he still responds to
overtures made by others, students at this point, but does
not make the overtures himself. This suggests the idea that
the person whose job it is to initiate the relationship is
the person who is most able to initiate it, whether faculty
or student. Further, recognizing that all students are not
equal, Stanley highlights the importance of a student's
noteworthiness in attracting him into a mentoring
relationship
.
Overall, the participants articulated two primary modes
of attraction which were operative within their mentoring
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relationships. Those who spoke in platonic terms emphasized
factors such as research interests, intellectual style,
interpersonal style, shared values deriving from ethnic
heritage, and gender identification. Others spoke of
conscious sexual and romantic feelings for their mentor or
protege, with some advocating the need for abstinence.
Certainly, these two modes of attraction can coexist.
Attraction
The following quote from a faculty member illustrates a
mentoring relationship based upon platonic attraction. The
focus is on research interest which forms the basis for
feelings of affinity:
Charles: The student I feel the most affinity for is
Herb. He's within six months of finishing and he's
very promising. It's really his research interests and
his ability that interest me. His experiment is
working. He's actually a fellow that I hardly ever
talk to because he has complete control of his project.
Occasionally he tells me of a success and it sounds
great, and then he goes off again and I don't see him
for another month... He just came up to the office one
day... He was searching around for a faculty advisor,
and well, there are only a limited number of people who
are doing what I'm doing, so it didn't take him long to
go through the five of us and decide which one he liked
the best. I guess my project just matched his research
interests and his career plans. Other than that, I
think we're all pretty much the same, the faculty I
mean
.
Charles is clearly drawn to students who are "promising."
This suggests the value he places on the academic legacy
which he has carried thus far and hopes to impart to his
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best students. Minimizing the reasons why this student
chose him, he suggests that the choice of faculty doesn't
much matter, apart from the specific projects a faculty
member is working on. This seems to be a comment about the
emphasis he places on the role and function of the mentor,
as if one who mentors well is simply doing his or her job
with the requisite "promising" student.
Natalie: Regardless of the gender of the student there
will periodically be a few students with whom there are
intellectual sparks. The most memorable of my students
have been the ones who came here with an M.A. because
they relate more as colleagues. The mentoring
relationship just grows and develops ... It ' s partiallybased on mutual trust and partially based on compatible
research styles... The more successful students are the
ones who are most open, curious, and honest. I feel
most comfortable with the ones who are seeking
knowledge. My star student was Ralph. He did an
absolute sparkler of a dissertation. We had several
academic debates in which we would dare each other to
come up with better explanations. It was very, very
fun. He has since gained quite a bit of recognition in
the field. He has continued to do what he likes best,
which is not too much teaching, living in Maine, and
raising a small family, which makes him perfectly
happy. He's a person with enough personal charm and
charisma to have built a professional persona and
career but chose to maintain that boyish curiousity
that's so wonderful, and not to pursue a career
seriously. In many respects he's very much like my
Cambridge professor. There's quite a spirited quality
to him. . .Of all my mentors, he was the one who really
got the flowers growing. Ralph is a little like him.
Addressing the question of what draws her to a student,
Natalie describes the importance of that initial
"intellectual spark"; we are reminded here of Stanley's
description of "something just clicking" between him and his
mentor. Further, she highlights the importance of the
honesty and trust which is fostered between mentor and
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protege once they are drawn together by compatible research
styles and the student's genuine curiosity and open-
mindedness, which she finds so attractive. As Natalie talks
proudly about her protege, Ralph, she tells the story of her
mentor who "got the flowers growing." In this retelling,
Natalie indicates that for her, the essential element in
launching a mentoring relationship is a deep identification
around the rare quality of intellectual high spiritedness.
Students :
Kenneth: Bill is the epitome of the scholar. He's
known as a person who publishes nothing but knows
everything. I'm totally awed by that... You can go to
him with specific questions or theoretical insights as
well as vague ideas, and he always gives you something
back that fosters your thinking.
. .He always responds in
a helpful way and he never makes you feel stupid. . .1
fantasize about having the kind of knowledge he has.
It's a fantasy of deep identification in some sense.
Just to be able to answer the variety of questions that
students ask would be incredibly satisfying. It would
be a way to gain respect
.
Kenneth expresses a deep appreciation of his mentor's
intelligence and indicates a degree of idealization as well,
reminding us of Kohut's idealized object. Clearly, he is
very attracted to this in his mentor and would very much
like to be like him some day. He welcomes the respect which
would accompany such a display of knowledge.
Phillip: For me, it's Paul's personal style that drew
me to him, personal style as a quality of integration.
The whole package is more than the sum of the parts.
He's about 34 and almost stereotypical in his
eccentricity, but not quite. He's easy to talk to
because he's interested in my ideas. No matter how
absurd or wild they may seem he'll consider them all,
and that really fosters my creative thinking. I guess
I've always thought that I chose him, but come to think
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Phillip conveys a deep level of mutuality in his mentoring
relationship by his mix-up regarding who initially chose
whom. He is drawn to Paul because of Paul's personal style,
which fosters a feeling of intellectual safety and
creativity. In his relationship he has a strong sense of
being special, attributing it to the fact that he and his
mentor are the only ones in the department who do
computations; this leads him to express some reciprocity of
caring with the idea that even his mentor needs someone to
talk to.
For some students, attraction and identification were
quite interwoven:
Ophelia: Bob's really devoted to his research and to
academics. People go to him for advice, and I think
that means people respect him and his opinions. He
manages to work really hard but also have a lot of fun
sometimes too. I admire him. . .Usually, if we're at a
conference together we'll go hear music and have a
beer. Both of us initiate that kind of interaction,
just depending on the circumstance ... I think Bob is an
attractive person. If you work together and have an
affinity for each other you eventually develop an
attraction. Bob is an attractive person whom I enjoy
talking with and spending time with, but the attraction
has never really amounted to more than having a good
time together.
Here Ophelia acknowledges feelings of attraction which arise
out of a relationship characterized by reciprocity. She was
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initially drawn to her mentor on the basis of his integrity
as an academician. She identifies strongly with his ability
to both work hard and also take time to relax.
Douglas: Mark is someone who values work very highly
but he knows it has it's place. That's the way I
approach my work too.
. .1 would never use him as a role
model for how to approach family life but I do use him
as a role model for how to conduct research and
function professionally.
. .He treats his students very
well in contrast to some of the other professors.
Bert, on the other hand, is the person I work most
closely with, and while we get along very well, he
doesn't have that balance between work and family life.
He's somebody who comes in and works weekends and
nights and when I asked him what he was getting his
kids for Christmas he didn't know. So I don't identify
with that side of him, but he does excellent work in
the field and he's a nice guy. Also, he's very
ethical, and so I'd like to be like him in that
respect. He's a little like my parents in that he's
smart and driven. I value those qualities very highly.
I don't think that means I go looking for people like
my parents, but it means that the 1 people I like to work
with have those qualitites; they work hard, they're
smart, and they take pride in what they do. In myself
I find elements of both my parents.
In describing two people with whom he works closely, Douglas
indicates that what drew him to Mark was Mark' s capacity to
balance work with other aspects of his life. Bert, lacking
that balance, attracts Douglas with his professional
excellence and integrity. Additionally, Bert is similar to
both of Douglas' parents in that he is both smart and
driven, qualities with which he identifies.
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Identification
Quite related to the aspects of attraction which form
the initial basis for the mentoring relationship,
identification was regarded by all as paramount to effective
mentoring relationships. There were many sources of
identification highlighted by the participants. These
ranged from identification around intellectual style,
interpersonal style, research interests, world views and
associated values based on similarity of socioeconomic and
ethnic variables, and gender. The distinction between the
variety of general identifications and gender identification
was the most pronounced. The following quotes illustrate
identifications made on the basis of intellectual style:
Students :
Rachael: Part of what drew me to Dan is that he's
articulate, intelligent, and creative in his thinking.
He has a certain personal power and style that I find
attractive, and he's very open to experimental work. I
feel that there's a kind of recognition between Dan and
me... It's funny, I feel more secure with him than I do
with other professors, but I really don't know if it's
grounded. He says he really likes work with thinking
in it. Several times in his writing workshop he's
picked out places in my writing where he thinks there's
interesting thinking going on that's informing the
movement of the plot. Apparently he doesn't like to
praise people but this came pretty close .. .Also, he's
an independent thinker, not afraid to criticize the
system and analyze culture... I guess it's similar to
what I appreciate in my own work. What I need from a
mentor is recognition and validation of my voice,
someone who will take the time to find out what it is
I'm trying to do and guide me. . .In pragmatic terms,
what that person would have to do is choose me. He or
she would have to be drawn to my struggle, drawn to
what I have to express, and want to help me express it.
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It'S like the mentor identifies with the proteqe and
development
9 ° f hlmSelf C° the Prote9e ' s
Rachael seems to be saying that she and her mentor share a
similar intellectual style which includes certain values;
she goes on to acknowledge his capacity to contribute what
she needs for her development
.
Faculty :
Barbara: My two mentors when I was in graduate school
were people who thought the same way I did. I liked
and admired them, you know, because they were sort oflike me in a sense. Our similarities were the groundsfor the affinity we shared. We're still in touch
periodically. I have very strong feelings for them.
Now, the student I work most closely with is Jim.
Jim s style is very similar to mine. He's very logical
and he really thinks things through. We have similar
values and ways of doing things. Also, I'm independent
and I really like seeing that in other people. Jim is
quite independent.
Coming from her early experience as protege, Barbara
recognizes the importance she gives to identification on the
basis of intellectual style within the mentoring
relationship, and associates it with feelings of affinity.
For many, the identification with their mentor or
protege was based primarily on the feature of interpersonal
style
:
Student :
Lorelie: Maybe I don't trust males as much as I trust
females. I've always had more trusting relationships
with females, even though as an undergraduate I had
great relationships with both my female and my male
mentor... I guess I identified more with Casey, the
female, and yet there were things I followed through on
because of Chang. Now I'm working with Amy. She's a
very honest professor. She's straight forward and she
kind of facilitates you being straight forward, so
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there s a real give and take. I admire that in herShe can come across as animated, loving the subject 'andputting in the work that allows her to give a lot tome She's got personal style! She's sort of briqhtand classy and funny. She really likes to work with
women and she thinks differently than I do, and I likethat because it's challenging. I can take all kinds of
criticism from her because I respect her intelligence
so much. She's quite integrated. I really don't know
much about her lifestyle except that she has very clearboundaries. She married a younger man and I like that
too. I just regard her as a woman who's her own
person. I would like to please her, so she's kind of
scary to me. She demands a lot and she's kind of
perfectionistic. With her it's like she chose me. I
never would have approached her if she hadn't
encouraged me with her excitement. Like Casey and
Chang, she drew me out with her obvious interest and
that has helped me continue developing. She encourages
me enough that I try to give her my best. I'd like my
work to be absolutely wonderful for her, but it's
not... If I pleased her, I guess it would mean that we
were more on an equal basis and we had a commonality
beyond being women struggling to become educated ... Also
I love the flamboyant way she dresses. If I think
about her in a physical sense I really like looking at
her. She's graceful and everything I'm not... Over time
she's become more real and less idealized. I work
closely with Daniel as well, and I really like his
appaearance too. He kind of scares me though. I was
very sexually attracted to him in the beginning and
wanted to work with him because of his research
interests. The attraction might have been too strong
for me to tolerate. I've since gotten to know him
better and the things I respect about him make him more
real
.
With an emphasis on trust, Lorelie describes how she feels
chosen by her female mentor who she regards as challenging,
supportive, and quite visually attractive. She identifies
with Casey in terms of their similarities, and fully
appreciates their differences.
In addition to Casey she also has a male mentor. In the
beginning she was uncomfortable with her feelings of sexual
attraction to him and had difficulty tolerating their
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association. As she has gotten to know him he has become
more real, and we can assume that she relates to him now
with an increased feeling of trust. It is the personal
feature of trustworthiness of her mentors which forms the
basis for her identification with them.
Student :
When I was looking for a Ph.D. program Idefinitely had a mentor model in mind. So within myfield I did a lot of looking on the basis of who was
where and who was doing what
. . . I was very interested infinding someone whose interests were very similar to
mine. Claude was one of the leading figures in my
field and I had seen his writing when I was doing my
first Masters degree... So it was really on the basis of
his caliber and the quality of his work that I came
here... A person's humanity also means a lot to me. I
don't function well with a person who is distant or
detached, but tend to work well with people I can
relate to just as a person. Claude impressed me right
from the beginning along all of these dimensions. In
addition to his excellent reputation he was sincere,
forthright, and interested in my work. I sensed that
he was a decent person and that he cared about me as a
human being. He cared about the fact that I had a
family and that there were other issues involved than
just getting me here as a student... He doesn't get very
many students, just given the nature of the field, so I
think he was quite happy to have someone expressing an
interest so close to his own... I can't really recall
who initiated a broadening of the relationship. Our
friendship grew out the mentoring relationship. There
are some common points of interest and experience. It
really was a mutual thing.
William chose his mentor on the basis of identification
around personal characteristics which he values; he
emphasizes his mentor's capacity to convey warmth and
caring, which fostered a sense of liking within the
relationship. Additionally, their relationship is built on
similar interests and mutual respect.
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Another source of identification between mentors and
proteges was a shared world view or orientation to living,
implying jointly held values and in some instances similar
socioeconomic and ethnic backgrounds. The following quote
from a faculty member depicts this aspect of identification
and highlights the continuity between his experience as
protege and his experience as mentor:
Faculty :
Terence: The two professors I worked with in graduate
school took me very seriously. They were very warm and
entertaining people but also shared with me a sense of
tragedy and pessimism about the future of society.
Also, we came from similar sociopolitical backgrounds.
They definitely influenced how I mentor my own
students. In choosing the students I work with I
distinguish the aggressive, careerist type academic
from the type who has a personal interest in
scholarship, and I appreciate the person for whom
scholarship and study is a personal, almost intuitive
and necessary thing. Victor was a very bright and
serious guy; a good, decent person who wanted to do as
well as he could. It was delightful to see that. He
wasn't trying to use me or the system but was really
trying to live up to its best standards. I think
Victor was rather like me when I was young.
Terence's description shows the continuity of values between
his experience of being mentored and how he now mentors.
Identification around a common background, a shared world
view, and a genuine pursuit of knowledge seem to be of
primary importance.
Finally, there was one faculty member who attested to
the importance of identification along gender lines,
emphasizing the role modeling aspect of mentoring. It was
somewhat surprising that she was the only participant to
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suggest that gender identification was virtually imperative
for mentoring to occur:
Frances: I think of a mentor as someone you'd really
want to emulate, so it's very difficult to see how
someone could be a mentor for a person of the opposite
sex. It seems that it's more about role modeling andgender identification. In that sense I didn't reallyhave a mentor when I was in school because there were
no female faculty in my department. Nonetheless, the
male faculty I worked with were important to me. Among
my students, the person I feel the most affinity for is
Kirk. He really is a deep question asker. He's
extremely perceptive and goes into the literature very
deeply. Of all the students that I've had, if he
publishes half of the thoughts he has he could be a
great contributer to the field. I really respect him
deeply. He's both similar to me and different from me;
similar in terms of his interests, and different in
that intellectually he's got a very penetrating style.
There's a kind of thrusting to him. He can be a little
intimidating even to me. But I like him, you
know.
. .Actually I work more closely with Beth, who's
near in age to me. She had done quite a bit of
searching in the department to find someone to work
with. She came to me rather late in the process and
somehow there was something she found in me that she
was able to relate to. I can't really explain it.
Before she was my student she'd come to me for advice,
and somehow what I offered was meaningful to her in a
particular way. She reminds me of some aspects of
myself when I was younger. I'm basically a shy person
who's not inclined to put myself forward a great deal.
I've had to push myself and I think she makes the same
kinds of efforts. Also, she's always very
understanding toward the students in the classes she
T.A.'s. She's really the sort of person the students
can identify with because they know she cares about
them
.
Asserting her belief that mentoring requires gender
identification, Frances ironically goes on to describe a
cross-gender mentoring relationship with her student, Kirk.
Highlighting their similarities and differences, she gives
no indication that the lack of gender identification impedes
the process in any way. With Beth, she naturally emphasizes
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their mutual identification as the basis for their
relationship
.
Pairing
Taking into account issues of attraction and
identification, pairing is the process by which the mentor
and protege signify the complementarity of fit. The
following quote from a student depicts her struggle to sort
things out with regard to the process of pairing:
Melissa: For a mentoring relationship to form there's
got to be a similar issue or topic that brings the
student and faculty together in a kind of shared
excitement, a desire to do something together and a
mutual respect. Really, I guess that respect,
friendship, mutual adoration, and- the capacity for
intellectual exchange are by themselves enough to
initiate a mentoring relationship. Once you have one
of those things going for you it's just a matter of
persistence in nurturing it. Then, if one person isn't
fulfilling what you've come to expect, even if the
other parts are going all right it might wane... In
terms of my own experience, I always found Joe
interesting, and I think he found me interesting as
well. I liked the questions he asked, the way he made
me think, the challenges he posed to me, his academic
rigor, and his general approach to things. He was very
enticing. I think that's what made it work in the
beginning. He challenged me and I liked responding to
the challenge. I suppose that if I hadn't kept coming
back for more he wouldn't have known that he was having
an affect on me, and so he wouldn't necessarily have
wanted to continue the relationship; we wouldn't have
had such a two-way relationship. . .Recently I've been
working very closely with both Joe and Sam and I've
actually been thinking about Joe in terms of the fact
that the relationship is no longer as satisfying as it
used to be and as the relationship I now have with Sam.
Joe just doesn't seem as committed to working with me
as Sam does... Over the last few months I just feel that
something has changed with Joe in terms of how he feels
about me. I don't know if something actually happened
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feels overburdened and I'm one moree . Joe and Sam are very different. Sam isyounger more my age. I don't really find himphysically attractive. He's small and kind of plumpwhereas Joe is attractive to me. He's older and mor4
mature, and in some ways he reminds me of my father so
I may have been initially attracted to him because I
want to please my father. They're similar in terms ofintellectual style, their concerns, and the way theytalk. On the other hand, Sam's very approachable and
enthusiastic about working with me. I always feel thathe's very willing to put himself out to do whatever itis I need from him. He seems to think I have a goodintellect, like my ideas, and think I'm a rare student.
I don't know what the word is for how I feel about him.
I was going to say 'admire,' but perhaps that's too
strong a word. At any rate, it's a nice relationship
because it feels pretty mutual, as opposed to my just
learning and taking from him. I feel that he's also
gaining insight and a different perspective on things
from me. With Joe I really didn't have any evidence of
that and it's something that matters a lot to me . . .
I
have to make a decision this week about which of them
to name as my dissertation chair [laughter]
. I can't
really choose between them, though I told Sam that I
was leaning toward choosing him because we're working
more closely at this point.
Melissa is initially drawn to Joe because of her sense of
shared intellectual excitement and the ways in which he
challenges her. As his commitment seems to wane she
experiences a shift in her allegiance, and finds a mentor
who is more like a brother than a father. She is attracted
to Sam because she feels the relationship is more mutual.
It is unclear whether Joe has simply failed to live up to
her expectations or whether something else has gone awry in
their relationship, but something must account for the
change she perceives. Unfortunately, without the benefit of
discussion regarding their relationship, the situation
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her to make a
remains ambiguous; this makes it difficult for
decision
.
Pairing is preparatory for entry into the middle stage
of cultivation, during which time the relationship is
characterized by active collaboration around the tasks, both
pragmatic and psychological
.
Oedipal Concerns During the Stage of Cultivation
Oedipal concerns are most prominent in the middle stage
of the mentoring relationship. This is because of the fact
that if they are activated, they will either result in a
premature foreclosure of the relationship, or they will
require some measure of conscious or unconscious
negotiation. Conscious negotiation relies upon
metacommunication, or communication about the relationship
and its vicissitudes. Unconscious negotiation takes a
variety of forms and is well addressed by the notion of the
psychological task which both drives and complicates the
pragmatic striving. The topic of negotiation of Oedipal
concerns will be discussed in detail.
Pragmatic and Psychological Tasks
The middle stage of the mentoring relationship is
characterized by mutual pursuit of the tasks inherent in the
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mentoring process. As the participants spoke of their
experience of mentoring, it became clear that the task of
the relationship is to foster the task or tasks important to
the protege's and the mentor's respective developmental
needs
.
At the level of the individual, the task is twofold,
and includes both pragmatic and psychological outcomes for
the participants. The pragmatic side of the task is
grounded in the contemporary requirements of the
individual's role as student or faculty. The psychological
aspect of the task is grounded in the family context and
personal history of the individual
. The psychological task
implicitly suggests a therapeutic striving either to
recapitulate something good which has been lost, or to
master something problematic via compensatory action. It is
worth noting that the psychological tasks of mentoring are
embedded in the relational metaphors of the respective
individuals. This notion underscores the importance of
transference and countertransference as they contribute to
the mentoring relationship. It is also worth noting that
the psychological task is embedded within the pragmatic.
While the individuals are both cognizant of, and
articulate about, the pragmatic tasks they face as mentor
and protege, they are generally less cognizant of the
psychological tasks inherent in what they are doing
together. In order to explore the participants' perceptions
230
of their respective tasks, each was asked what functions his
or her mentoring relationship was serving, and how this took
into account the choice of mentor or protege:
Students
:
Melissa: I think the task of mentoring is to work
closely together on two things: The first isdeveloping an idea, a topic, a theory, or whatever, andthe second is developing an intellectual relationshipm terms of a give and take in learning from each other
and challenging each other... it's for the purpose ofdevelopment I guess.
Melissa articulates her pragmatic task as the collaborative
generation of new ideas. The psychological task is served
by her entry into a relationship which fosters mutual
development of both people. In both scenarios she maintains
a healthy awareness of the subtle interdependency of the
mentor and protege
.
William: I've had a lifelong struggle with
procrastination, which I tie directly to my family
background. When I'm slow to do the work, Claude has
felt very free to come to me and prompt me to get
going ... Sometimes I have to tell him how he can be most
effective in helping me
. . . I think some of my mentoring
relationships in the past have spilled over into
counseling. I've had enough of that kind of mentoring
relationship and I think I've moved beyond it, so I've
consciously chosen not to involve Claude in my
psychological struggles .. .When I was searching for a
mentor I wanted a human being I could relate to but I
did not want a confidant, counselor, or father figure.
William's pragmatic task is to master his pattern of
procrastination within the context of graduate school, and
thus complete his work. In some sense, the psychological
task is to achieve this level of mastery on his own. To
accomplish this, William must construe his mentor as neither
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father nor counselor, while nonetheless soliciting fatherly
concern at a comfortable distance, which allows him to
become his own man.
•
.
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S ° he ' S very actively involved inwhat I m doing. He acknowledges that I know more thanhe does on the subject, which I don't think is reallytrue, although I have had more classes in the specific
area than he has. It does feel flattering that hethinks that, but I don't think it's true yet, though heprobably knows where I am better than I do. Maybe it'sjust that I haven't developed the confidence in myselfyet
.
.
. I guess his goal is to increase my discipline forthe work.
Phillip articulates his pragmatic task by adopting his
mentor s goal, that of becoming more disciplined in his
work. From this we can infer the psychological task of
acquiring receptivity to the feedback of an older male.
This reminds us of Winnicott's mirroring function.
Phillip's lack of experience with mirroring results in a
lack of trust in how his mentor perceives him.
Lorelie: Casey entrusted me with a lot of
responsibility that I didn't even trust myself with,
which helped me cultivate myself... My mentors have
helped me understand that I could be a scientist;
something I've wanted since I was seven years
old... Their encouragement makes me want to please them,
so I feel a little bit intimidated. I'm kind of scared
of them. With regard to Amy, for instance, if I really
pleased her I would be more on an equal footing with
her and we'd have a commonality beyond being women in
our field.
Lorelie' s pragmatic task is to realize her life-long dream
of becoming a scientist. This striving is fostered by her
psychological task of living up to her responsibilities,
thus proving herself to her mentors, who she respects and
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admires. Lorelie's account highlights Winnicott's concept
of the facilitating environment in potentiating development.
Kenneth: The most important thing for me is to get myadvisor; s respect. If I get the respect of someone
7
who s nice and simply likes me as a person, that's notthe same thing as getting respect from the mostdifficuit and demanding person. As far as working withill goes, it's very difficult because he does know so
much and expect so much. There's always thepossibility that you'll give him something you wrote
and he'll give it back raising every possible question
about what you wrote. So the question then becomes
'What does he mean by these comments and questions? Ishe being nasty and suggesting that I don't know
anything because I left something out? Or is he beinghelpful in suggesting I think more broadly?' Sometimes
his response is very ambiguous ... The big thing is that
I want him to recognize that my thesis has not been a
lazy piece of work. As a kid growing up, my teachers
often called me lazy and I really resented that. When
does one stop proving oneself? I don't know. It's
like Sysyphus rolling the rock up the hill
[laughter]
. . .For me, doing excellent work is a way of
telling Bill that I've really gotten something
important from him. He has a lot to say and I
listen.
. .1 relate my mentoring experience to my
upbringing and my guess is that other people do the
same. In terms of the mentoring relationship, some
people might be trying to make up for relationships
they didn't have in the home, and others might be
trying to recapitualte them.
Kenneth's pragmatic task is to do excellent work which
cannot be regarded by the professor as "lazy." The
psychological task is to repair or compensate for the loss
of esteem which he experienced during his early education.
As he pursues excellence in his work, he wins the respect
and admiration of those he now holds in such high regard.
Reflecting back his mentor's excellence in the process of
his own work, he confirms his accomplishment both to himself
and to his mentor. Commenting on the ambiguity of his
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mentor's feedback, Kenneth reveals an active transference
having to do with self-doubt arising in an early
interpersonal context.
Faculty :
Frances: Somehow my advice seemed to be very helpful
to Betty, whereas I don't always feel that my advice ishelpful to my students. When it's helpful I feel very
rewarded because it's a way of passing on what I'vebeen given in some sense. You know, you feel like your
own kids never appreciate your advice, so it's very
rewarding when someone thinks you have something to
offer. ..I guess it's complicated by the notion that the
child is trying to break away from the parents. You
know, you've done a great deal for them in their early
years, so they really want to stand on their own two
feet and they kind of resist your advice even if they
know underneath that it's good. They get to a point
where they want to try things out for themselves. The
thing is, your students know that you're qualified to
give advice, often unlike your children.
. .It seems that
in both cases the role of mother and the role of mentor
is about facilitating the increasing autonomy of the
child or the student, though it's easier to do as the
mentor. As the mentor you're somewhat more detached.
Logically, and eventually emotionally, you want to push
your children out into the world even though you may
still have that feeling that you hate for them to grow
up because they're so cute when they're small, they
depend on you, and they say they love you all the time.
I don't think you have that dichotomy of feeling with
the student. They come in at one phase, they go out at
another phase, and you want to facilitate that
transition
.
Frances expresses her pragmatic task by comparing and
contrasting mentoring and mothering. In both scenarios she
regards her task as facilitating the development of the
student or of the child, though she easily acknowledges that
the task is easier to accomplish as a mentor than as a
parent. It seems that her psychological task within the
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mentoring relationship is to receive appreciation, something
which is not forthcoming in the experience of parenting.
Barbara: While obligation isn't the right word, Ithink that what a mentor should be is what the student
needs, what's required. It's a real individual thing,
so it s different for different students, with regardto Sue, she has a lot more confidence than I ever had
at that stage, and I have to admit I see her as beinq
somewhat overconfident. She doesn't really know
everything she thinks she knows, but I have to admireher, you know, because a lot of times she pulls it off.
I was never as stubborn as she is, and I think I was
much more accepting of suggestions that other people
made, but she's doing it her way. Ironically, I seeher strength in that. We definately have a mutual
respect .. .The relationships that really work require
that the protege has to be really open to what the
mentor has to offer. But then, as they progress along,
the mentor has to become more open to what the protege
has to offer...
I
think superficially, mentoring is just
preparing the student for the profession, but it really
goes beyond that to trying to help this person develop
to their fullest, not limiting yourself to just their
professional future, but fostering the whole person.
Barbara views her pragmatic task as offering the student
what the student needs . In order to do this she must get
close enough to the student to see what is needed, requiring
her to appreciate the stylistic differences between
different students. Through this appreciation and
attunement she provides good mothering for the student and
simultaneously accomplishes the psychological task of being
open to learning from her students. This, too, speaks to
the developmental interdependence of mentor and protege.
A trend among the more senior faculty was that their
view of the task of mentoring included the passing on of a
legacy. This is not surprising, because as one nears
retirement, he or she likely goes through a process of
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reevaluation, resulting in a broadening of perspective. The
excerpts that follow illustrate how this aspect of mentoring
becomes important as the end of the mentor's academic career
approaches
:
Charles: We're supposed to be teaching them how to do
research, and once they learn how to do research ourjob is essentially over... If you're satisfied that
they're generating their own ideas, interpreting thedata adequately, and planning their future work, then
they're ready to go... My career is almost over/ I've
talked with my student Herb about where I'm hoping this
project area will go, and shared some of my vision for
the future. We'd like to think that this research has
great implications for world ecology.
Charles expresses his pragmatic task as training the next
generation of researchers in his field, along with his
colleagues. In doing this, he highlights the psychological
task of imparting a vision for the future in his field.
Terence: I think students need to feel that some of
the faculty are on their side, emotionally at least.
One can't just be an academic advisor. One has to give
some sort of humanistic advice, which comes from one's
own experience in going through the system, in order to
smooth the way for the younger, less experienced
person... If I see someone who's really saying
interesting and original things and who's bright and
does seem to be a good person, I'd like to encourage
that person to go on. We have to keep an eye out for
people who can carry on the legacy.
Terence regards his pragmatic task as identifying the
students to cultivate through mentoring, and giving them the
necessary support and guidance. Clearly, this pragmatic
task fosters his psychological task of passing on the legacy
which he has carried from his own mentor.
It is during the stage of cultivation that paradigms of
drive and defense once again become pertinent. Whether the
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mentor and protege rely on conscious prohibition against sex
and aggression, or they rely on unconscious mechanisms of
defense such as repression, denial, or sublimation, the
outcome in an effective mentoring relationship is that the
vitality of task striving derives from mutual appreciation
coupled with abstinence. Certainly, sublimation of both
libidinal and aggressive aspects within the relationship
occurs in the service of the task; this allows the
relationship to maintain its energy and momentum. The
following quote illustrates one student's struggle. Her
pragmatic task will not be accomplished unless she masters
her psychological task, which is to deal effectively with
her eroticized transference:
Students :
Rachael : What I need a mentor for is recognition and
validation to foster my development as a writer, such
that I can put myself forward in the writing in a
powerful way, without getting too damaged in the
process. Typically, the people who've given me a
feeling of strength have been women, and here I'm
seeking to attach to a male mentor because there's
something left incomplete. It's like I need to direct
my attention now to getting something only a male can
offer me, psychologically, I mean, like the father
validating the daughter's voice. This really does seem
to have something to do with my father. It's like he
adored me and yet this left so many other, perhaps
deeper needs unmet . . . I have this fantasy about Dan. On
the one hand, I would like to enact it, and on the
other hand, it would be my greatest fear. It's so
strange. Dan and I would be sitting at his desk and he
would reach over and put his hands on my hands, look at
me and kiss me and then tell me how sexy I am, and what
my story makes him want with me. And I feel like what
I'd tell him is that I'm very flattered by his
attraction, but what I'd really love is to work past
the sexual energy between us and to create a real
friendship that goes against what's typical in this
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. .So if either of us could become more ableto create the appropriate boundary it would be a new
experience for me... Clearly I want to be important tohim. It's a question of how I become important.
Rachael's pragmatic task is to discover and strengthen her
voice as a writer. The psychological task inherent in this
centers on resolving the implicit Oedipal victory she
experienced with her father; this requires active knowledge
of her mentor' s full appreciation of her along with his
willingness to abstain.
Having earlier differentiated metaphors of "good
parenting" from "inadequate parenting," Rachael's
description highlights yet a third metaphor: That of the
Oedipal triangle. This metaphor serves to illustrate the
strong coupling of pragmatic and psychological tasks as they
become articulated in the eroticized transference-
countertransference matrix.
The Oedipal Triangle
In discussing the motif of the Oedipal triangle, we
recall Fairbairn's (1941a) differentiation between the
tantalizing and the rejecting or frustrating object, both
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representing part objects derived from the splitting of the
bad or inadequate object. Reference to the mother or father
as "Oedipal " connnotes both the child's stage of development
and the issue of the triangular relationship between mother,
father, and child. Paradigmatically
,
the Oedipal situation
is characterized by rivalry between the child and the parent
of the same sex for the parent of the opposite sex. It
carries with it the implication that the rivalry is, in
part, a sexual rivalry. According to classical drive
theory, when all goes well, this stage resolves in an
"Oedipal failure" for the child, as opposed to an "Oedipal
victory , " in that the child does not win the sexual parent
.
The Oedipal victory connotes a developmental failure and
impedes the resolution of the Oedipal stage.
We will return to Rachael's story to further illustrate
her conscious struggle with unresolved Oedipal issues:
Rachael: Well, with Dan I would need to have more
contact in order for the relationship to be effective,
but I'm kind of afraid of having more contact with him
because I feel that the sexual dynamic between us would
have to be addressed ... That ' s what's so wonderful about
being close to my ex-boyfriend's father. There's no
worry that there's going to be anything sexual between
us and we can just communicate openly with each other
and with a lot of enthusiasm. That's what I hope to
have happen with Dan, but he openly acknowledges that
he's been unfaithful to his wife, and talks about
beautiful young women in the context of 'Winter/Spring'
relationships, implying generational age disparity ... To
add a little bit more to that, I've heard that he made
a pass at a woman in the program while they were in his
of f ice ... Sometimes he puts his hands on my shoulders.
He just seems to take every opportunity to touch me . . .
I
guess I'm rather confused about it because I do have
fantasies about being involved with him romantically
and sexually, and yet I know that a lot of that is just
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. .which is very sad. As faculty andde t, even if we weren't lovers but were justnends who went out for lunch, people would probably
assume that we were lovers, and maybe even that he wasgoing to divorce his wife and marry me. He actually
reminds me a little of my ex-boyfriend's father and
also my current boyfriend. Well, as we talk about it,there s something about his body and the way he carrieshimself that's a little bit like my dad
. . . and he hasgrown children from his first marriage and adolescent
children from his second, just as my father does.
Rachael articulates a variety of metaphors as she explores
her feelings about her mentor. She expresses both fear and
intrigue with regard to the sexual dynamics of the
relationship. She construes her mentor as the Oedipal
father/lover, invoking the metaphors of mother-daughter
rivalry as well as sibling rivalry with her beautiful
symbolic sisters. The transference is readily apparent, as
is Rachael's effort to work-through that dynamic as a means
of fostering the pragmatic task.
Secondary to direct Oedipal rivalry, sibling rivalry
signifies a step toward Oedipal failure and the resolution
of the Oedipal situation. In terms of sibling rivalry, the
child relinquishes rivalry with the powerful parent of the
same sex and joins the ranks of his or her equals in order
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to play out the drama of competition on a less threatening
front. While sibling rivalry is also upsetting, it
nonetheless offers some defense against Rachel's desire for
the father. Underlying the sexual dynamics, she
acknowledges her desire for friendship with this married man
who she respects and admires. Nonetheless, she regards such
a friendship unobtainable-
-or at least very rare.
The following quote offers another example of sibling
rivalry within the academic setting, but indicates the care
the mentor takes in minimizing his protege's discomfort and
insecurity, thereby fostering her work:
Jenifer: Sometimes I feel jealous of one of Alan's
male students who I think Alan must regard as much
brighter than I am. I don't know if I'd ever talk with
Alan about that, but if I did, well, he's always ready
to compliment me and say 'Come on, you're so smart and
so capable you shouldn't worry about that.' I think by
now he has a very strong sense of my specific science
personality and he really backs me up, which helps me
know that I'm not just competing with the other
students. I have my own little niche... We all have
that with him, in a way.
In this situation, Jenifer is allowed to feel quite special
to her mentor and secure in her position within the ranks of
other students. Interestingly, she can accept the fact that
each of his students is afforded his or her own niche. We
can infer that Jenifer's psychological task involves
experiencing herself as occupying her own special niche in a
context which might otherwise feel unsupportive . This
indicates a transference involving doubt about her special
status with her father, which is reaffirmed as needed.
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One participant whose experience included conscious
sexual and romantic feelings for his protege spoke frankly
of his feelings. Asserting the boundary between feelings
and action, he indicated a reliance upon a conscious
prohibition against explicit sexuality in the relationship.
In doing this, he implicitly linked the need for prohibition
with the incest taboo generalized from the parent-child
relationship
.
Faculty :
Terence: If I didn't hold back with my students in
terms of involvement, the consequences would not be
good. I think people ought to stick to their own
generations unless they're both absolutely free. I
really think there shouldn't be too many
intergenerational sexual relationships ... except in
extraordinary cases, and I don't think of myself as
extraordinary. In the event that were to transpire in
the mentoring relationship it would become a different
sort of relationship with all the ramifications of
that... not mentoring. The relationship of man and
woman in an intense emotional and sexual relationship
would take over. There would still be some sort of
advice giving, mutual advice giving I'm sure, but I
don't think it's mentoring at that level of
involvement. I mean, sexuality has meaning, and once
that's part of it, it's a total relationship.
In addressing the potentially problematic aspects of sexual
attraction and intimacy between mentor and protege, Terence
focuses on the issue of hierarchy within the mentoring
relationship. Repudiating intergenerational sexuality, he
adds that the introduction of sexuality transforms the
mentoring relationship into something it isn't intended to
be. Terence elaborates on this theme of abstinence in the
following
:
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my mother and my people presented to me.She was of Greek descent. She was a very attractiveperson, and we still communicate. Most of my mentoringhas been with males. Mentoring females has been ashorter term endeavor except for Jane. I don't knowyou find a bright female student and you try to do the
same thing you do with male students but it justdoesn't usually work. The chances of it becoming along-lasting relationship are just much fewer. It
might be that these days there's just more fear on thepart of the women, more concern that something else
will be involved... I find that one has to hold oneselfback and not make the mentoring relationship a
personal, sexual thing. In the case of Jane there was
this quality of attractiveness and I had to draw back
from it. I did. I drew back from it, but then I'm
rather a conventional person with' conventional values.
I just kept telling myself 'Look, this person is very
attractive and she's so pleasant that it's almost as if
there were an invitation there but there probably isn't
and I don't want to mess up my life and my relationship
with my wife.' I've been married to my wife for 35
years so I just feel that there shouldn't be a sexual
relationship between a professor and a student. It's
not hard for me, but I think it must be terribly hard
for the younger professors with different values.
Attractions in this kind of work are very natural
.
Terence acknowledges that Jane's physical and personal
attractiveness drew him into a mentoring relationship with
her which lasted for several years, one in which he had to
"hold himself back," and was successful in doing so. His
story depicts the libidinal aspect which infuses many
mentoring relationships and underscores how it may be
tempered by restraint
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Clearly, the conscious prohibition against the
enactment of sexual intimacy while engaged in a mentoring
relationship is linked to the incest taboo. This connection
reintroduces the concept of dyadic space (See Chapter II)
,
within which issues of hierarchy and power, and proximity
and intimacy are pertinent. As indicated in the transcript
data, the incest motif finds a range of expression inclusive
of these dimensions. It seems to be present within the
mentoring relationship, in either latent or manifest form.
In an important and general sense, the function of this
taboo appears to be the protection and maintenance of the
mentoring relationship, as long as it is needed.
Transference and Countertransference
. Returning to the
case of Jenifer, there is some evidence of the relationship
between libidinal and aggressive aspects infusing the task,
and these features become evident in the transference and
inferred countertransference:
Students :
Jenifer: Last year I worked hard at holding my ground
with Alan when we were in disagreement. In the period
when we were fighting terribly I thought much less of
him as a scientist and I lost a lot of respect for him.
I thought suddenly that his scientific career was
stagnating. It was odd. Suddenly he seemed to be
getting smaller and his hair seemed more grey to me and
I noticed his wrinkles. During that period I just saw
the bad things, not the good things about him. But
through our conflict, I think I've managed to win his
true respect, as opposed to simply allowing him to view
me as somebody who was just potentially good in our
field. Now I get less hurt when he wields his power,
so we've come into a very good situation together ... and
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s important for me to admire him. When I seehim being the primary speaker at a very important
conference I feel thrilled again to see him doing wellWe finally wrote a paper together and it was a nice
synthesis of our differences. It felt very good and
e mitely fueled my sense that this was important
work. I was very nurtured by the breadth of hisknowledge ... Even though at the beginning the professorhas all the fame, based on knowledge and experience,
and the student has only his or her potential, I thinkit's possible to construct the mentoring relationship
on the basis of mutuality because there's always
something that gets exchanged. I very much view the
mentor as someone who fosters the development of the
protege, and I think that it can take a number of
different forms, depending upon, the individuals ... and
depending upon the match between them. So to my way of
thinking the key feature of the mentoring relationship
is a kind of shared excitement that serves a bonding
function for the two people, which results in
supporting the work of academic and intellectual
development of both people.
Jenifer's pragmatic task is to achieve a state of
intellectual autonomy and professional
• commitment
. Like
Douglas, Jenifer collaborates with her mentor through
conflict at various times in their relationship, though the
conflict perhaps serves a variety of functions. For
instance, the conflict between Jenifer and Alan may have
both fostered her increasing professional autonomy as well
as assisting them in managing their sexual attraction over
the years. The latter function suggests that an aspect of
her psychological task was to engage in mutual appreciation
with her mentor without transforming their very vibrant
mentoring relationship into a sexual relationship, which
would preclude mentoring. While a sexual relationship would
have been gratifying in some ways, it would also represent a
loss of sorts, judging by her growing commitment to her
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profession. Throughout her account, the transference-
countertransference matrix is well illustrated.
While the scenarios above highlight the Oedipal
triangle insofar as mother-daughter rivaly and sibling
rivalry are concerned, the scenario which follows highlights
the aspect of father-son rivalry. Here, the object of
desire is only implicit in the rivalry:
Douglas: For whatever reason, my current mentor and I
are , overly competitive, and that gets in the way. Idon t think that's the case between Bert and his other
students and it's certainly not the case between me and
other people, but I'm the person who stands up to him
most often. There's just something about our
relationship that doesn't quite mesh. I think that's
what keeps it from becoming a real mentoring
relationship. it may be that he just feels that he'll
be a mentor up to a point and then it's time to push
the bird out of the nest and turn his attention to the
next one, but maybe there's something else going on.
Douglas' current mentoring relationship with Bert is
characterized by a feeling of competition which suggests the
metaphor of rivalry between the Oedipal father and son. In
contrast to his earlier experience with Sally and Hue, which
may be regarded as "pre-Oedipal " in its dynamics, he feels
that Bert is simply interested in pushing him out of the
nest, assumedly for relief of Bert's own insecurity as the
senior male or father figure. The mentor's competitive
attitude, as Douglas portrays it, precludes mentoring and is
a sign that his aggression is not in check. We are reminded
of Klein's concept of projective identification and note
that Douglas is perceiving aggression both in his mentor
and, to a lesser degree, in himself.
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Although mentoring clearly requires collaboration
between mentor and protege, conflict is not necessarily a
sign that the relationship is ineffective. In fact,
conflict within functional mentoring relationships is
expressed in terms of how it serves the idiosyncratic needs
inherent in the psychological task of one or both
individuals
.
Among the participants, some dyads in which conflict
did surface seemed to collaborate in effort to work-through
something which remained as a carryover from past. In these
cases, the psychological agenda or task was revealed in the
collaboration. Owing to the complimentarity or fit between
mentor and protege, they are able to make progress on some
personal agenda from their respective pasts. This occurs at
varying levels of awareness. The theme of collaboration
around conflict is well articulated in the following quotes:
Ophelia: At a certain point when Bob had misunderstood
my interests I just had to say 'No, I want to work on
this now. '...I'd like more opportunity for
collaboration on projects with him. . .Obviously, the
goal of the relationship is to train me as a
professional in the field. But I don't think it's a
one-sided thing. I think he gets a lot out of his
interactions with the students as well, not work-wise,
but in terms of the intellectual progress he makes in
his own work. I think it's often a very joint
endeavor. I think that professors want to develop
colleagues and we want to become their colleagues.
Ophelia's pragmatic task involves becoming essentially a
colleague to her mentor. What this seems to require of her
is a certain degree of self-assertion in order to resolve
the potential conflict between their respective views of the
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direction of Ophelia's work. Developing this kind of self-
assertion may be regarded as her psychological task;
further, it fosters her increased professional autonomy,
which is a prerequisite to collegiality
.
Eduardo: In my earlier mentoring relationships I
always
. seemed to have to be the mediator when conflict
arose m the committee. My own personal issues with
co-dependency stemming from my family life resulted in
a need to avoid conflict by meeting the needs of
everyone around me so there might be a chance forhealing.
. .Now I'm pretty assertive about my
dissatisfactions, and a little more willing to let
conflict exist even though I'd rather it wasn't part ofthe picture.
Eduardo's pragmatic task is to effectively enter his
profession with his committee members' unified support,
suggesting that he was not able to secure this in the past.
To Eduardo, unified support indicates a successful healing
of the group which comprises his committee. The
psychological task of effectively facilitating healthy group
relationships for the benefit of the individuals is rooted
in his attempt to heal his family of origin. At this point
in his development he struggles with his need for harmonious
relationships with key people who may, in fact, be in
conflict with each other. Through his struggle, he becomes
both more able to deal with conflict and to have an
influence in resolving it. He weighs this need against the
cost to himself of taking responsibility for the necessary
outcome
.
Douglas: There's also that element of competition
between us, some undercurrent of conflict. Among the
students, I'm the person who stands up to him most
248
If
know tha? ^
afra id
.
to get into a fight with him andt at a certain level he respects that.. Thereare some srtnations in which I have made him very angrybecanse he felt I was challenging his authority as the
7
didn t intend to challenge his authoritybut I did mean to stand up for myself, for what Ibelieve. For some reason, he and I have trouble cominq
°. a 9omP^?mise • 1 haven't really been in this kind of
relationship before where power is such a primaryissue... It feels like being with your parents all over
again... 1 guess we offer each other someone to struggle
with on philosophical issues and questions of
methodology and proceedure
. But even though we have
this competition and we do battle from time to time, I
really like him. I know he wants me to be successful
and he'll be very happy and proud to see me off. As afather, you know, when you see your child make an
advance there's a real sense of achievement on your
part
.
Douglas' pragmatic task is to experience professional
achievement with his mentor's blessing. In the context of
their struggle, he addresses the difference in their views
without having to claim that the views of one person are
more right or true than the views of the other,
counteracting the idea that every conflict must have its
victor. The underlying psychological task is to effectively
push against an authoritative symbolic father as a rite of
passage in order to see that he can take it and not be
destroyed. This reminds us of Winnicott's (1969) concept of
object use in the service of establishing clear and
consistent boundaries between self and other; establishing
the object as "wholly other" has far reaching implications
for identity formation and fortification.
Isabell: I remember one day Pasqual's lashing out at
me when I had been feeling particularly disillusioned
with him for not keeping abreast of changes in the
field, leaving it to the students to sort them out. He
249
and t *
n<3
l
Y frustrated with the department,with the kind of students who won't engage indialogue He was going through a very hard timepersonaHy as well, and I think to a certain extent he
: us t aimed at the handiest target, which was me. Ijustified his behavior at the time, which I shouldn'thave. He came in the next day and said he thought he
owed me an appology and we went out for a cup of
coffee. There were never any appologies in my family,
no resolution of conflict.
Isabell's pragmatic task is simply to enter her field at a
professional level with a real sense of what's going on.
She doesn't want to be placed in a position of being naive.
Her psychological task is to accomplish this without
adopting the familiar role of the parentified child, which
she assumed in her family of origin.
In relationships where conflict is an area of
collaboration, its occurrence, meaning', and expression are
integrally tied to the psychological tasks of the
participants. One way of looking at this in the case of
effective mentoring relationships, is that the protege's
need to struggle with his or her mentor, along with the
mentor's availability for this kind of interaction, remained
within a frame of collaboration. This view illustrates
Winnicott's (1969) concept of object use. Another way of
looking at it is to view conflict as part of the implicit
psychological task of both protege and mentor. If this is
the case, it emphasizes not the mentor's responsiveness to
the protege's needs but the complimentarity of the needs of
both people. Perhaps the best example of this is given by
the portrayal that Douglas has given us in discussing his
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relationship with his mentor, Bert. Both of them seem to
make a contribution to the competitive dynamic which
characterizes their relationship.
It is worth noting that conflict which is
collaboratively pursued is qualitatively different from
conflict which is not collaboratively pursued. The latter
type of conflict often results in termination of a mentoring
relationship; the tasks are foreclosed prior to being
completed. In such a case, conflict is not about working-
through. In this scenario, conflict is typically a product
of mismatch or lack of fit between the faculty and student,
thus precluding a mentoring function.
There are many reasons for this lack of fit, ranging
from a clash of deeply held values, to a clash of
personality and of psychological agendas, or a lack of
complementarity of developmental stages. While none of the
participants cast their current mentoring relationships in
this light, some had experienced premature foreclosure of
past mentoring attempts because of irreconcilable conflict.
In conclusion, most of the participants viewed the
mentoring relationship as synonymous with its middle stage;
they failed to pay heed to it's origins and its resolution
until questions were raised in the interview process. As
the students discussed their experience and relationships,
they articulated their pragmatic tasks and supplied the
material from which I came to understand the inherent
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psychological tasks. in each case, the association between
the pragmatic and the psychological was striking,
particularly when the participants' metaphors were also
taken into consideration.
At this point, we are once again reminded of
Telemachus, whose psychological task is inherent in his
guided passage from adolescence to early adulthood. This
passage is symbolized by his quest for the father, and upon
father s return Telemachus is free to be his own person
and trust in his own judgement. This harkens back to the
notion that wordly or pragmatic development is more often
associated with the father, while psychological development
more often associated with the mother. In basic terms, this
renders a model of task striving which simultaneously
addresses the dialectic of externalization and
internalization as concurrent processes.
Clearly, the stage of cultivation is another arena in
which complementarity between mentor and protege is played
out both consciously and unconsciously. In a sense, what
transpires during the cultivation stage of an effective
mentoring relationhsip may be thought of as a gift exchange.
While the benefits of mentoring are mutual, as many of the
participants indicated, the relationship nonetheless remains
analogous in some respects to the parent-child relationship.
This is based upon the idea that the gift (of provision)
given by the good-enough parent is an essential element for
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the child's development, while the gift given by the child
to the parent is not essential, but rather a bonus. Thus
the mentor is in a position to provide what Winnicott ( 1960 )
referred to as good-enough mothering. in this application,
good-enough mothering refers to the maintenance of an
optimal or near optimal mentoring environment, including but
not limited to interest, time, information, abstinence,
challenge, and support. In finally letting go, the mentor
sends the protege along his or her way with an unambiguous
blessing
.
Working-Through During the Stage of Resolution
The most salient feature of the final stage of the
mentoring relationship is how the mentor and protege bring
closure to the collaborative work they have undertaken over
an extended period of time.
When the relationship has been successful, there is a
kind of clarity to the stages of relationship which becomes
apparent in retrospect. Though the stages might overlap to
a degree, the relationship finally culminates in the
protege's rite of passage; joining the peerage is a kind of
coming of age. As the pragmatic and psychological tasks of
mentor and protege are completed, the resolution of the
mentoring relationship proceeds on the basis of the ability
to separate and give one another up as mentor and protege.
253
This is followed by a redefinition of roles which emerges
out of a variety of factors, and takes place regardless of
whether the two actively continue their relationship or not.
Resolution becomes possible through a process of mutual
internalization of one by the other, and internalization of
the relationship by both people. Internalization is
integrally linked to experiencing, and includes a taking
account of, and mourning the loss of the relationship as it
was known. Resolution of this strange and complex bond
called mentoring may be regarded as the final task of the
mentoring relationship. As a process, its completion is
marked by the mentor's blessing of the protege's autonomy.
For a variety of reasons, some mentoring dyads are more
effective or successful at task completion than others, and
thus at resolving the mentoring relationship. Just as is
true in the development of the person through the life-
cycle, stasis or fixation at one stage indicates a failure
to complete the task of that stage, and each stage must be
resolved before moving on to the next in any definitive way.
At a meta-level, the transitional period during which people
enter into mentoring relationships is resolved as the
mentoring relationship is resolved. A lack of resolution of
the mentoring relationship means that a person remains in
that transitional period without moving into a period marked
by consolidation and greater integration.
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While the two participants may maintain an active
relationship post mentoring, the hierarchical structure of
the prior relationship gives way to the non-hierarchical
structure inherent in true collegiality when the mentoring
relationship has been resolved.
Separation and Redefinition of Rolea
The themes of separation and redefinition were explored
by the participants as they considered the issue of
transition out of the mentoring relationship over time.
Some students used denial to fend off the idea that the
relationship would end; they seemed to cling to the magica]
idea or wish that the relationship would go on forever. Ir
doing so, they indicated no recognition of what that would
mean, or of what kinds of decisions or actions would
increase the likelihood of forging a new and different kind
of relationship. Denial of the probability of losing touch
with the mentor, although it was cloaked in vague plans of
staying in touch, made it clear that separation from the
mentor is anticipated as a painful process. As is typically
the case, prior to loss of the object one is not aware that
the object will be preserved internally, not lost but found.
Students :
Melissa: I expect I'll have some kind of on-going
professional relationship with both Joe and Sam;
they'll continue to be interested in my work and I'll
continue to be interested in theirs ... In terms of the
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personai aspects I'd hope that we'd still be friendsbut I m not sure what that would mean.
Melissa, like many other students, assumes that the
connection with her mentors will continue in a more
collegial fashion when she graduates. in her comment about
the "personal aspects" she might be confusing the
friendliness which characterizes her mentoring relationships
with actual friendship, which one would expect to continue
after resolving the mentoring relationship. This is not to
say that a viable friendship would not develop after such a
resolution, however.
Phillip: My funding's run out in the department so
Paul says 'Well, it's time to go.' I've gotten a lot
of work done so it's not going to be incomplete in any
way. Even if there were more money for the study, I
still think he'd be saying that right about now. You
know, 'No need to write novels on the subject, just
move through.' I anticipate that we'll be in touch
frequently after I leave, even just to say hello.
We'll always be able to send each other electronic
mail
.
Phillip, while responding to the funding situation, is also
complying with the wishes of his mentor. The bond between
them seems quite apparent, though cloaked by Paul in a kind
of anti-sentimentalism. Like many other students, Phillip
imagines keeping in close contact with his mentor after he
graduates
Looking at the issue in more depth, denial of the
inevitable separation prevents resolution and makes
redefinition unlikely. Ironically, the denial of separation
and avoidance of loss increases the probability that the old
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and known relationship will not give way to a new
relationship which is not about mentoring.
For the mentor, loss may be mitigated by the
possibility and actuality of cultivating future proteges.
For the student, however, loss of the mentoring relationship
is confounded by the loss associated with the completion of
the project, which is generally rife with personal meaning.
Rather than the space being filled with the next
potential protege, as is the case for the mentor, the space
left by the loss in the protege's life is instead filled
with the newly consolidated sense of self. For the protege
this encompasses professional strivings and personal
capacity. In other words, the person who has been well
mentored is someone who has developed sufficient reality
based knowledge, skill, and the requisite self-confidence to
function autonomously. The protege will rightfully feel a
pride of accomplishment in this development, as will the
mentor
.
This is in keeping with the idea of the earlier
development of the Superego that results from the
negotiation of Oedipal conflict with the rivalrous object
and the object of desire. As we know, the development of
the Superego allows the external Oedipal object to recede
into the background of personal history when the parent is
internalized in the form of conscience. For the protege,
the loss of the mentoring relationship therefore punctuates
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an important life juncture. into the space created by the
loss, once integrated, the person who was protege will move
toward the uncertain with faith born of the mentor's
confidence. in contrast, the mentor is likely to let go of
the student more easily at the culmination of their work
together. This is not to say that the mentor will not feel
the pain of loss, for the relationship that is lost is
always unique; rather, it is to say that the mentor has the
wisdom to anticipate the loss with certainty, to integrate
it, and to move on.
For students who did not deny the inevitable
separation, the resolution of the mentoring relationship was
eagerly anticipated. Some, in fact, were engaged in
separation and redefinition prior to the completion of the
central tasks of the relationship, which means that they
were actively operating within two stages simultaneously.
For the most part, engagement in the stage of resolution
requires metacommunication. Those for whom
metacommunication was already a part of the relationship
were apt to move more definitively toward resolution.
Movement toward resolution involved both anticipation of,
and willingness to feel, the loss in tandem with an
eagerness to work it through. This suggests that resolution
proceeds more smoothly when the dyad is talking about their
relationship and addressing the feelings and conflicts which
arise. This is not to suggest that metacommunication is
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necessarily conscious, because in some cases it may occur
through the use of metaphor, subtext, and allusion.
Regardless of the nature or degree of metacommunnication,
effective mentoring culminates in adequate resolution.
Those dyads who incorporated metacommunication verbally
acknowledged both positive and negative aspects of the
relationship, fostering both the pragmatic and psychological
aims. They were thus more likely to work-through
unconscious transference-countertransference dynamics,
resulting in the smooth and gradual resolution of the
mentoring relationship. It is evident from the transcript
data that those who engaged in metacommunication were
generally more satisfied with their mentoring relationships
over the course of time.
The case of Jenifer and her mentor, Alan, is an example
of a mentoring dyad which incorporated metacommunication in
the service of working- through . The quotes which follow
highlight this process:
Students :
Jenifer: Alan and I met first in Europe at a
conference. We had a very good connection from the
start and spent a lot of time together. I really liked
that we didn't only talk about science but we talked
about literature and all kinds of things. There's a
real fit between us, like we're soul mates. He reminds
me of me because he has the same sort of attitude
toward life. The difference is that he's sort of like
my mother in that they both think they're always right,
and in that respect it's been a little like reliving my
teenage years all over again. But he's very radiant
and very charming in a way. He looks like a bottle of
energy, very much alive. And intellectually he thrills
me. I came here on his invitation to look at the
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Pr°gram and stayed with him and his wife. Within theweek I developed a terrible crush on him [laughter]That was four years ago. it was very mutual. Theeffect was that right from the beginning I was ready towork my ass off for him. It really increased my
motivation, but I overdid it completely and had to pullback a little. I just can't put in the 120 hours a
week that he does, but he seems to accept that.
. .1guess with such attraction it becomes easier to be hurtby each other. I feel that he could hurt me verydeeply. I'd imagine that he could be equally hurt by
me, though I'd never do anything to hurt him. There's
really a lot of love between us, and a lot of respect
and compassion. We're close enough that we've been
^kle to work out whatever difficulties have arisen.
The romance is sort of evaporating on it's own. For a
while, though, I thought it would be interesting if we
got married and had kids together. He'
s
been married
the whole time, so it's been impossible, though I think
he may be getting a divorce. I'd say we have a very
vibrant friendship now. . .In some sense, mentoring means
you have a very strange tie to one another .. .Alan and I
have resolved things all along the way, so I think it
will be a very natural and easy transition when I'm
finished here. In a way, we're engaged in saying good-
bye right now. It's a process of ending things as we
know them. For me it's a goal to be a real person
again and not just a student. That's not only related
to him and me, it's more general. I just want to get
on to the next stage.
. .1 think he's very much looking
forward to me being a colleague in an official sense so
we can work on projects together where he's not my
advisor. He's fed up with that, too.
Jenifer tells her story with great enthusiasm and positive
regard for her mentor. At his initiation, she came to study
with him on the basis of a strong mutually held world view
which embraces a diversity of interests and a joy of living
(as evidenced in a prior quote) . Romantic feelings
developed in the very early stages and were sustained for a
long time, it seems, in part by Alan's capacity to inspire
and reassure her. Additionally, they have been able to join
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m their problem solving efforts as necessary, keeping the
relationship strong and functional.
The romantic aspects have become less pronounced as
they move toward resolution and redefinition of their
relationship. By acknowledging that resolution is a
process, they honor the depth and complexity of their
connection without resorting to vague notions of staying in
touch after the separation. What Jenifer imagines in terms
of a continued collaboration sounds more grounded and
plausible than what the other students have conveyed.
Additionally, both she and Alan look forward to letting go
of what they have had as the psychological and pragmatic
tasks have come to fruition. This stands in stark contrast
to the reports of others, and suggests that the relationship
has been highly effective every step of the way. As the
story of this mentoring dyad indicates, the use of
metacommunication facilitates progress through the three
stages of mentoring.
Ophelia: I think sometimes people can become too
dependent on the other person and not maintain enough
independence, but it should be the responsibility of
both people to make sure that doesn't happen in the
course of the relationship. The way Bob and I have
dealt with conflict in the relationship also
characterizes the mutuality of it. I've always been
up-front with him if I was upset with the way something
was going, and he's been very willing to try to work
things out. There ' ve also been times when he was upset
about something and I've tried really hard to do my
part to work it out . I guess I initiated the problem
solving in the relationship, and he tried to soothe me
when I was angry about something ... It '
s
pretty much a
joint thing now. When I'm done with school things
shouldn't be much different than they are now. I just
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won't see Bob as often. I think our relationship willnot change that much in terms of the way we interactJUS
t t
n terms of our roles really. i guess we'llprobably say some good-byes when I leave for a job.There will be some way to mark the change ... I think
we've managed it pretty well so far. Meanwhile, I amgetting practice with the idea of separation, becausehe s been working on a project in another state for a
while
.
Ophelia expects the hard won quality of their relationship
to carry over in the form of a collegial relationship upon
resolution of the mentoring relationship. She acknowledges
that the structure of their relationship will change but
expects the rest to remain fairly consistent. While she
does highlight the issue of actually saying "good-bye" when
the time comes, she nonetheless is vague about the idea of
future contact with Bob. This may be viewed as a reflection
of the idea of internalization of her mentor, leaving the
question of actual future contact with him to be settled by
circumstance
.
Faculty :
Barbara: Sue and I went through a lot of discussion
around what she expected of me in the Ph.D. program and
what I expected of her. Ironically, I expected more
independence of her and she expected more help from me
[laughter] . It usually seems to go pretty well when we
talk about our relationship, and I am usually the one
to initiate it, so I think we'll probably evaluate how
things have gone when we come to the conclusion of the
work. She's actually married to one of the other
faculty in the program now. I was caught in the middle
of the situation for quite a while, but more recently
I'm pleased with the way she's dealing with it. She's
become very independent of him, and I think I've been
helpful in that
.
Barbara is in a fairly unique position with Sue under the
circumstances. Out of necessity, she has initiated
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metacommunication throughout the mentoring relationship
which has contributed to its effectiveness. The same habits
of communication which they have evolved in their work
together will serve them in resolving their relationship,
which has already begun to be redefined due to the student's
marriage to Barbara's colleague. When the faculty member
can regard his or her mentoring as effective, this seems to
be a good indication that the resolution stage will go
relatively smoothly.
While some students denied the inevitable separation
and loss, and some looked toward resolution while taking
account of these issues, still others anticipated what
appeared to be a kind of pseudo-resolution. The people in
this third group imagined that at the completion of the task
the relationship would simply be over. In some cases,
saying good-bye might be the most that could be expected.
There are three ways of explaining this outcome: The first
explanation is that the relationship never really became a
true mentoring relationship, and thus it required no
resolution; the second is that the relationship will never
be resolved, and instead the dynamics inherent in the
psychological task will find another arena in which to play
out; the third is that for some people the work of
resolution will proceed in a private fashion as opposed to
occurring through an interpersonal process:
Students :
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an into
.
one of Pasqual 's students whorecently graduated. He did a lot of theoretical
arguing with Pasqual the way I have, and he said 'Well,there are five or six years of argument finally over! '
'
daughter]
. To a certain extent he's probably joking,but there is also something to it, you know, thatfinally, something's been resolved just by completinqthe project... I think I'll feel relieved, too, when Idone, though I'll probably continue to run my written
work by Pasqual because I respect him and would still
want his feedback. Besides, it's a very small field,
so if you send an article to a journal it's likely that
someone you know will be reviewing it. So even if you
wanted to get away from the relationship you couldn't.
there are things to resolve between the two of us in
the end, we'll probably do it individually and after
the fact if things are anything like they were in my
family
.
Isabell expresses the same ambivalence about ending her
relationship with Pasqual as she does in describing it over
its course of development. Again recognizing that her
mentoring relationship feels familiar to her because it is
similar in some ways to her family relationships, she
predicts that they will achieve some resolution but only
after they separate and perhaps redefine their roles. If
this occurs as she imagines, the transference-
countertransference dynamic which has infused their
relationship will be further resolved and integrated.
This underscores the notion that different mentoring
dyads have psychologically different ways of proceeding
which are based upon the specific histories of the
individuals involved. Nonetheless, under optimal
conditions, resolution occurs through metacommunication
which fosters joint processing of the relationship history
and dynamics prior to separation and redefinition. This
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parallels one of the aims of creating and allowing for a
distinct termination phase of the psychoanalytic
relationship
.
Eduardo: By the time we're done working together Iguess the biggest gain I could imagine would be a new
awareness or sensitivity to issues of gender and
sexuality on his part. So I suppose he might gain some
empathy and insight into those issues through my work,but I doubt it... I suppose I might feel differently
about him if he had legitimately received my caring and
concern when he was ill.
. .When I leave, the main thing
will be that I'm associated with his name, and he's a
big name in the field.
Eduardo has hopes that at the conclusion of his work with
Jack, Jack might show some evidence of having been
influenced by him. At the same time, he does not
acknowledge being influenced by his mentor. It appears that
neither has made his mark on the other. However, if his
mentor were to be changed by their association, Eduardo
would feel quite a clear sense of resolution in his
relationship with Jack.
This suggests that Eduardo's psychological task has a
lot to do with effecting positive change in an authority
figure around a very personally held issue. If this were to
occur, it would reflect not a mutual process of
internalization, but rather the internalization of Eduardo
by Jack. Short of this, Eduardo will settle for the
benefits of being associated with a "big name in the field."
Based upon the apparent lack of mutual regard which harkens
back to Eduardo's feeling that his caring was
unreciprocated, Eduardo doesn't maintain any illusions about
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continued contact after they separate. The relationship is
more like a business deal between virtual strangers than it
is a true mentoring relationship. Also, it seems rather
unlikely that they will resolve the tensions within the
relationship, resulting in the unmodified perpetuation of
their respective world views. Unfortunately, it appears
that Jack's fear is what limited the development of a fuller
mentoring relationship.
Douglas: In spite of the competition between us Bert
will be very happy and proud to see me off and will do
what he can to help me succeed. And both of us will be
a little relieved when our relationship transitions to
being one of peers
.
Douglas is clearly looking toward the time when he and Bert
are no longer obligated to one another by virtue of their
involvement. It seems highly unlikely that they will place
any emphasis on the ending of their relationship, or reach a
point of resolution together; rather it is more likely that
they will remember each other for a long time, perhaps with
some degree fondness mixed with irritation. If this is the
case, it suggests that each will do the work of resolution
alone
.
Faculty :
Terence: While Jane and I are still in contact, the
feelings of attraction aren't really still part of the
picture. I mean she's married and has two children,
and we're both older. Eventually, you realize that
this person has limitations and is a normal human being
with problems just like you. The person becomes more
real, more ordinary. That dimishes the attraction.
When you have less knowledge of the person, you put
your ideals or images or something onto that person,
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particularly if you're looking for a companion, if youconfuse mentoring for a total relationship. Y
Terence suggests that the resolution of his mentoring
relationship with Jane occurred privately and in increments
over the course of many years. It involved the replacement
of his idealized fantasies about her with real knowledge of
her as an ordinary human being. This raises the interesting
question of which came first: Seeing her human failings or
letting go of his fantasies. In other words, either the
relationship was resolved because he de-idealized her, or he
de- idealized her because he had to resolve the relationship.
Whichever the case, the fact that they eventually both
married seems to have helped, first in terms of the
separation, and then in terms of the redefinition of their
relationship. While Terence does not mention loss, we can
infer from the poignancy of his account that he did feel
loss as their lives took them in different directions. With
his fond remembrance of Jane, there is a quiet revery to him
which suggests a quality of her living more as an internal
object for him than as an object in the external world.
Frances: I don't think you ever completely close those
relationships. There's always a faculty- student
relationship even though you partially move into a peer
relationship. When you go back it's always like going
back home. You always become aware of roles again, and
they're grounded in a certain developmental structure
and complimentarity . You're never quite the same with
your parent as you are with someone who's not had that
kind of relationship with you. In terms of leaving my
graduate advisor, we weren't so close that it was a
wrenching experience. When I finished I was glad to be
done and glad to have a place to go, so there weren't
any tearful good-bye's. . .1 can think of two kinds of
267
situations in which a faculty member might hold the
student back for selfish reasons. One could be thatyou just liked having that person around, so it wouldbe difficult to accept the fact that they would
eventually leave and carry on an independent life. The
other would be if the student were doing something very
useful for you and you had a sense of needing them.
But I also think that it could happen for the unselfish
reason that you were just too picky and perfectionist ic
that you just keep holding the student until they
produced a perfect thesis, whereas the student might bebetter off in actuality just doing good enough work and
getting on with things. It's very complex, this issue
of ending.
Frances again compares the mentoring' relationship with the
never-ending parent-child relationship. She indicates her
expectation that there will always be a strong pull for both
individuals to reenact the familiar roles when in each
other's company. In her depiction of three quite powerful
scenarios in which the mentor would hold the protege back,
she elaborates some of the reasons resolution might not
proceed smoothly.
Paradoxically, while some faculty indicated feelings of
loss at the conclusion of past mentoring relationships, they
also spoke of how their contact with former proteges did
persist after the mentoring relationship was resolved. In
these cases, the result was a new and active non-
hierarchical relationship. In some sense, because they had
acquired sufficient experience with the many endings of
former mentoring relationships, most faculty neither dreaded
nor eagerly anticipated the ending. They simply took it in
stride, knowing that those students for whom they had
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special regard would remain special to them, and that
perhaps a new collegial relationship would in fact develop.
In the two quotes which follow we have one example of
how a faculty member maintains contact with his former
students, and one example of how another faculty member
maintains contact with
two of her former mentors:
Charles: Out of the 70 or 80 graduate students I've
had I don't think I've ever had a student break off
contact completely. In many cases I keep in fairly
close contact, exchanging Christmas cards or seeing
them at national meetings.
Charles maintains an active role as the patriarch of his
very large research family, periodically checking in with
his past students through correspondence and contact at
conferences. According to many of the students' responses
in this study, we may assume that Charles' efforts mean a
lot to the students with whom he has worked over the years;
he neither holds on, nor becomes detached from them. This
is the metaphor of appropriate parenting; the young child's
image is held lovingly in the heart of the parent, and yet
the child is allowed to grow and move beyond the sphere of
the parent's omnipotence.
Natalie: Finally, I think my mentors realize that I
haven't let them down, that they made some good choices
and their efforts were well spent. They really take
pleasure in my academics . We have matured together in
more of a collegial relationship, not a close personal
one but a relationship of mutual fondness and respect.
I've recently had the pleasure of doing a biographical
sketch of my 'academic Godfather' which will be
published soon. You see, I am still working on
resolution after all these years.
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Natalie relates much more poignantly to her experience as
protege than to her experience as mentor, though she clearly
has engaged fully in both roles. She emphasizes the
pleasure her own mentors are now afforded as she approaches
retirement from a successful career. Additionally, she
expresses her own pleasure in being in a position to
publically salute her "Godfather," which is a way of
expressing some of her gratitude for what she has been given
by her mentors
.
The stage of resolution is mediated by the experience
of loss and involves the process of separation and
redefinition of roles. The most effective mentoring
relationships are those that result in adequate resolution
of the pragmatic task in tandem with the psychological task
for both indviduals. Clearly, while the psychological task
of the mentor is more an ongoing task of generativity and
integration, the psychological task of the protege is more
developmental and precludes entering into Erikson's midlife
stage of generativity until it is successfully concluded.
The contrast between the mentor's and the protege's
experience may be compared to the analyst's and the
analysand's experience of transference with regard to how
much of a role it plays in the work. In both cases, the
working- through or resolution of the psychological aspects
affects what happens next. While resolution of the
mentoring relationship is not enough to ensure the formation
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Of an active new relationship, it is only by way of
resolution of the complementary tasks that the formation of
a new relationship becomes possible. As we have seen,
participants reported a wide range of variation in how their
mentoring relationships developed and moved toward their
natural endings
.
In conclusion, there is another point on the topic of
resolution which is of interest. At no time in the
discussion of their mentoring relationships did participants
comment upon the link between the completion of the task,
the evaluation of the task performance and the relationship,
and the resolution of the relationship. This was curious
and warrants a bit of speculation.
Perhaps it is the nature of transitional relationships
that part of the benefit derives from the participants
remaining somewhat defended against the the full realization
of a couple of factors. The first factor is that the
mentoring relationship will end, and to contemplate this too
early may prevent the necessary deepening of involvement.
The second, and perhaps more relevant, factor is that prior
to ending, the protege's performance on the manifest task
is evaluated. The degree to which mentoring has occurred is
the degree to which the evaluation of the protege implies an
evaluation of the mentor as well. For the participants to
jointly evaluate their involvement and its outcome, there is
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the possibility of exchanging either positive or negative
feedback, and either might have bearing on what follows.
In the event that the mentor has critical feedback to
offer, we would expect it to be legitimately given over the
course of the relationship, and not saved for the end. If
the protege has critical feedback for the mentor, and offers
it, future job recommendations might be jeopardized. This
might prevent the protege from giving negative feedback. It
seems quite possible that due to the reality-based
vulnerability which continues for a time in the life of the
protege, and the potentiality for narcissitic injury to the
mentor, metacommunication at the conclusion of the task
might not be likely; this is congruent with the fact that
very few participants reported engaging in metacommunication
within their mentoring relationships.
If, on the other hand, metacommunication is not
employed to address negative aspects at the end of the
project, but is used to address positive aspects, this could
facilitate resolution of the old, and possibly even the
creation of a new relationship. Finally, it seems likely
that evaluating the task performance and the relationship
may make it easier for some, and more difficult for others,
to resolve the relationship depending upon the histories of
the individuals; this suggests variation between mentoring
dyads
.
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Reflections on the Interview Process
In order to bring some closure to our joint exploration
of the complex dynamics of the participant's mentoring
relationships, we spent a few minutes at the end of each
interview talking about our conversation. Each participant
was asked to share any last comments or questions that were
raised as a result of their involvement in the study. I was
particularly interested in what motivated them to
participate, and how they experienced their participation in
the process. The following quotes illustrate the range of
responses :
Students :
Melissa: I've often thought about mentoring. In fact
I assume that that's basically what graduate student
lifs is about. It was actually weird to find out that
you didn't just automatically have a mentoring
relationship from the beginning. I just thought that
was what happened when you got into a graduate program.
Allison: Well, with an interest in teaching I've given
mentoring a lot of thought. It interests me, too, how
these dyadic relationships are formed. It seems that
mentoring happens at a developmental nodal point in a
person's life. It's about a rite of passage.
Jenifer: I think it's an interesting subject and I've
been thinking of it myself ... like what brings people to
graduate school and what kind of motivation does it
take to continue and finish... and why do I have so many
women colleagues at the student level but very few at
the professor level?
Kenneth: I've thought about mentoring and now I've
actually figured out why I choose who I choose as a
mentor. In my last masters degree, my advisor became
my mentor. He was the toughest professor in the
department. I didn't know why I was strangely
attracted to him and how this most difficult person
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became someone I respected so highly. it's thisconnection with my dad, and it's been clear in all ofmy mentoring relationships.
William: The thing that really strikes me is the
extent to which a mentoring relationship might movebeyond a purely work relationship into friendship orintimacy. The issue of how intimate or how close youget with your mentor or protege is an important issue.
Rachael: Your research gives me a much clearer sense
of the
_ importance of mentoring in my life. I think my
P^-^bicipat ion in the study will definitely deepen my
ability to have a mentor, to really look at my
relationship with Dan and to demand something from it
or to change things about it .. .Obviously
,
if we wereboth entering into such a relationship consciouslv it
would enrich the relationship a great deal.
Faculty :
Barbara: I look at my colleagues in the sciences and
their systems of mentoring. We talk a lot about the
'old boys network' and how it works, and in fields
where there are very few women it's really obvious.
So, while I've always thought about the topic of
mentoring, I've never really thought about a lot of the
details of it until now. It's fascinating!
Charles: I've been at this institution a long time and
now and again I've wondered if I'm giving the students
proper direction. I've always been interested in
seeing how graduate students develop. It's a fun part
of the job. You could think of it as an experiment
...After all, I am a scientist! [laughter]
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CHAPTER VIII
MENTOR: CREATED OR FOUND?
THE QUESTION THAT SHOULDN'T BE ASKED
Summary
This inquiry sought to articulate and refine the
concept of mentoring through an examination of the
relationship in which mentoring occurs. While the subjects
of this study were drawn from a population of graduate level
students and faculty, the conclusions may be generalized to
other arenas in which mentoring takes place, on the basis
that the psychodynamic principles are consistent. At a very
basic level we know that mentoring is associated with
particular periods in the life cycle of an individual.
These are transitional periods, and they mark the passage
from one stage of development to the next. More often than
not, someone who seeks a mentor is negotiating either the
transition between late adolescence and early adulthood, or
from early to middle adulthood. In contrast, the mentor is
"created or found" by the protege during a period of
consolidation, having successfully negotiated earlier
transitions. By virtue of this, the mentor is someone who
has acquired a degree of self-knowledge and a capacity for
personal agency. For both individuals involved, mentoring
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IS essentially about development, and this development is
predicated on the integration of earlier experience.
This study takes into account the literature on
mentoring from the fields of education and business. Owing
to the limits of that literature, however, the study is more
deeply grounded in the literature and tradition of
psychoanalysis
. With an emphasis upon early child
development, a theoretical framework from which to consider
adult development is offered. The emphasis upon pre-Oedipal
concerns provides a context for the analysis and discussion
of the highly complex and latent aspects involved in the
formation of the mentoring relationship. The emphasis upon
Oedipal concerns provides a context for the analysis and
discussion of mentoring and the resolution of the mentoring
relationship
.
The rationale for juxtaposing the mentoring
relationship with the analytic relationship is that the two
together may be thought of as comprising two sides of the
same developmental coin. The mentoring relationship, with
its conscious focus on the pragmatic task, leaves much that
is important about the relationship unconscious and/or
unacknowledged; it may thus be thought of as the manifest
side of the coin. The analytic relationship, with its
conscious focus on the psychological task, examines the
intrapsychic and intersubj ective aspects of individuals as
well as the relationship in which the dynamics of
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development unfold. in consciously maintaining an internal
focus, the analytic relationship aims specifically at the
articulation and understanding of dynamic unconscious
processes m the analytic relationship. with this in mind,
the analytic relationship may be thought of as the latent
side of the coin. Thus, the latent task of the mentoring
relationship equates with the manifest task of the analytic
relationship. By regarding the two relationships in
concert, with an emphasis upon object relations theory and
classical drive theory, we are afforded a more comprehensive
understanding of the mentoring relationship.
In making the comparison between mentoring and
parenting, we see that the mentoring relationship is a
transitional relationship which occurs during a transitional
period in the life of the protege; it thus facilitates
movement from one distinct period of development to the
next, and this differentiates it from parenting.
Just as the father plays a distinct role in the
separation- individuation of the infant, the mentor plays a
distinct role in the second phase of separation-
individuation which marks the rite of passage from
adolescence to adulthood. Psychologically speaking, parents
are "too close" to facilitate their "child's" passage from
late adolescence to early adulthood; this passage is fraught
with ambivalence for parents and child alike. The parents
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cannot simultaneously offer both parenting and mentoring due
to the different agendas inherent in each role and function.
Just as the developing infant benefits by virtue of the
difference between "maternal" and "paternal" provision, so
too, the protege benefits by virtue of what the mentor can
provide that the parents cannot. Taking into consideration
the findings of this study, the metaphors of mentoring
suggest that mentoring is a complex blend of maternal and
paternal influences. This particular mix of "mothering" and
"fathering" meets the pragmatic and psychological needs of
the protege during the transitional period. Further, it
provides for the protege a kind of "potential space" within
which the protege can both rely upon a, parent and
simultaneously rely upon a parent's absence in the pursuit
of autonomy. Unlike the parent-child relationship, the
mentoring relationship affords the necessary distance or
detachment which allows the protege to grow without the
complicating influence of parental agendas. This is not to
say that the mentoring relationship is distant or detached;
far from it. It merely suggests that it is just distant and
detached enough to differentiate it from parenting, which
might be considered overinvolved for the task.
While the parent-child relationship might also be
characterized by underinvolvement on the part of the
parents, the effective mentoring relationship is
characterized by a balance between attachment and
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detachment. The result of this balance for the protege is a
diminution of conflict in the sphere of development. in
other words, the effective mentoring relationship provides a
relatively conflict-free sphere for the exploration and
articulation of the self.
While we may say that at some point the job of
parenting ends, the relationship between parents and
"children" nonetheless continues. The parent is still the
parent, the child still the child, even in adulthood and
even where there is familial estrangement. In the case of
mentoring, however, the relationship between mentor and
protege ends when the mission of mentoring has been
accomplished and the younger or less experienced person has
joined the ranks.
The transition from a mentoring relationship to a
relationship of colleagues is typically negotiated overtly.
When this occurs, it brings both closure to the old
relationship and potentiates a new one, if one is to ensue.
It is not always the case, however, that the personal
connection inherent in the mentoring relationship persists
in a new relationship. Some dyads will be neither
interested in, nor capable of forging a new relationship
which is less hierarchical. In this sense, the two may
become colleages at a distance, but never friends.
Another thing which distinguishes mentoring from
parenting is that there is a point in the process of
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mentoring when the roles of mentor and protege require
redefinition; this is especially true if the connection
between the two is to continue with new vitality and
meaning. if the relationship is to live, the roles must
change. As the roles change, the relationship shifts from
one which was asymmetrical and pre-collegial to one which is
symmetrical and collegial. With the addition of vitality
and new meaning to the relationship, a lasting friendship is
born
.
Finally, related to this, and implicit in the
distinction between parenting and mentoring, is the
volitional aspect of the latter. Unlike parenting, if there
is not volitional aspect, a mentoring relationship will not
develop. Likewise, if the volitional quality of the
relationship gives way, the relationship ends. This is
meaningful over the course of time and in a wide variety of
ways. It is especially meaningful when the task of
mentoring is brought to fruition; at this point, the
question of a continued connection is at issue and roles may
be renegotiated. For the connection to both remain and
deepen, it means choosing one another not once, but twice;
the first choice initiates the mentoring relationship, and
the second initiates the post-mentoring relationship.
By viewing the primary and pragmatic task in terms of
the career development of the protege, and the secondary and
psychological task in terms of the continued personal
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development of both people, it becomes clear that the
mentoring relationship is both transitional and
transferential
. It is transitional because it exists to
serve a particular developmental need, and once met, is no
longer useful. It is transferential because it fosters a
modicum of re-enactment of the genetic transference (i.e.,
that original relationship with parents and its concomitant
psychodynamics) on the basis of its hierarchical structure.
This transference is founded on early object relations.
Putting together the notions of transition and
transference, we arrive at the crucible of early
development: The object relations established between
mother and infant during the pre-Oedipal period. Tied
integrally to the pre-Oedipal period, the Oedipal period
unfolds with the introduction of father to the already
extant relationship between mother and infant. It is the
intersub j ective nature of the mentoring relationship, like
that of the pre-Oedipal relationship, which forms the basis
for the co-construction of meaning. This occurs within the
holding/facilitating environment provided by the mentor, and
involves processes of mutual attachment, mirroring,
idealization, empathic attunement, identification, and
separation- individuation . Furthermore, it requires that the
relationship be maintained within what Winnicott (1967a,
1969
,
1971b) referred to as "potential space," here defined
as
:
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...an intermediate area of experiencing that liesbetween (a) the inner world, 'inner psychic reality,'
and (b) 'actual or external reality The essentialfeature [of potential space] is... the paradox and the
acceptance of the paradox: The baby creates the
object, but the object was waiting to be created.
. .In
the rules of the game we all know that we will never
the baby to elicit an answer to the question'did you create that or did you find it?
Internalization constitutes the segue between the "pre-
Oedipal" and "Oedipal" phases of mentoring, so to speak, and
fosters the transference. It is the transferential nature
of the mentoring relationship, like that of the Oedipal
relationship, which gives it the power to transform. This
transformation occurs, in part, through differentiating what
is the other, from what is anticipated of the other. The
psychological affect of this differentiation is a decline in
intrapsychic conflict and an elaboration of psychic
structure and subjectivity. Along with this, the pragmatic
affect has to do with the realization of the extent of
personal capacity for meaningful work. The mentoring
relationship may thus be viewed as occurring within a
transference/countertransference matrix, much like the
analytic relationship of analyst and analysand.
Feder (1993) noted, in speaking of the family romance,
that an object relations approach in combinitation with an
understanding of the principles of classical psychoanalytic
theory allows for an examination of "how the external object
world becomes the internal, and how the internal objects
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transformed into ideas,become the structure of the self
ideals, and acts of science."
Concluding Remarks
The participants in this study have provided us with an
opportunity to consider the psychodynamics which inform and
guide the mentoring relationship. While there are
variations in the stories and descriptions of the
visual s
,
we may draw the following conclusions on the
basis of common and related themes:
A true mentoring relationship engages the mentor and
the protege, alike, at multiple levels of experience and
meaning, encompassing both the conscious pragmatic aspects
of the dyadic interaction, as well as its manifest and
latent psychodynamic aspects. While exerting a powerful
influence over the manifest external relationship, the
latent relationship remains largely unexplored and
unarticulated within most academic mentoring relationships.
In the successful mentoring relationship these latent
dynamics generally energize the manifest relationship and
foster its task, rather than impinging upon it; thus the
outcome may be regarded as a product of sublimation. In
mentoring relationships which are unsuccessful, these same
dynamics may undermine the task unless they are worked-
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through in the process of metacommunication between mentor
and protege.
Accordingly, a true mentoring relationship also engages
both libidinal and aggressive dynamics. As Freud noted, the
taboos against incest and patricide were constructed
precisely because these impulses are part of the human
s deepest nature. There is a range of variation
oetween mentoring dyads with regard to the salience and
expression of these dynamics as well as the defense
mobilized against them. In the event that the libidinal
and/or aggressive dimensions are either forcefully denied or
forcefully enacted by either or both people, the likely
result is conflict. Left unaddressed, conflict will result
in foreclosure of the task and the demise of the mentoring
relationship prior to its natural resolution. By addressing
the complications arising from libidinal and aggressive
dynamics which press for enactment, both the working
alliance between mentor and protege, and the commitment to
the work are strengthened. Certainly, without a degree of
intimacy, the mentoring relationship remains undeveloped.
Likewise, without boundaries, the mentoring relationship is
untenable. What is required is definition and redefinition
of boundaries in order to contain and enable the necessary
engagement at multiple levels.
At the level of meaning , internal object relationships
inform each individual's subjective experience of the other
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and of the relationship. At the level of action, these same
early internal object relationships find expression through
transference and countertransference enactments. This is to
say that certain personal dramas are reawakenened within the
context of the dyad. The dramatization may involve the
projective identification of split-off aspects of psychic
experience in an attempt at integration.
Finally, the true mentoring relationship is one which
affords the protege the opportunity to reach a higher level
of psychological integration and maturity through
interaction with the mentor, while at the same time
accomplishing the pragmatic task around which the mentoring
relationship was constructed. Implicit in this
developmental achievement is the requirement that the mentor
be more mature and integrated than the protege. Here,
maturity is a factor which both allows for and supports a
shift in the hierarchy. This shift involves the mentor's
sharing of power represented by knowledge and position.
Additionally, it involves a granting of permission, or a
blessing given to the protege, for the autonomous expression
of self. This signifies for the protege that it is safe
both psychologically and pragmatically to be fully
subjective and occupying the position of the Self.
These conclusions are strongly supported by the data if
we are willing to equate "mentoring" with "effective
mentoring" on the basis of the distinctions I have drawn.
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By doing so we arrive at a clear and useful definition of
mentoring that has heuristic value.
The participants in this study were people who were
interested in the topic and process of mentoring. Within a
range of variation, they were people whose mentoring
relationships fostered both the pragmatic and psychological
tasks in the contexts of their respective developmental
stages. Those mentoring relationships, thus regarded as
effective and successful, may further be regarded as
embodying the essence of mentoring.
Certainly, there is as much to be learned from the
experience of "ineffective mentoring" as from effective or
essential mentoring. The data, however, suggests that
"ineffective," or "failed" mentoring is indeed not
mentoring, and that unlike parenting, mentoring is defined
by its effectiveness. Simultaneously, it could be said that
over the course of time, mentoring might involve many shades
of grey in terms of its level of effectiveness, even
adhering to the propositions made with regard to the
parameters of mentoring. The key factor seems to be
continued, collaborative movement toward accomplishment of
the task. This suggests that in the overall context of
effective mentoring, periodic difficulties are repaired
while the task is still in progress.
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Limitations of the st-nHy
Owing to the delicate nature of the study, actual
mentoring dyads in their various stages of development were
not studied. Thus, much evidence of the level of complexity
regarding the construction of the mentoring relationship is
lost. However, to have solicited matched pairs would have
had the likely consequence of increasing the self-
consciousness of the mentoring process in such a way as to
de-nature it. Nonetheless, this may be regarded as a
limitation
.
Another limitation is the relatively few female
participants who spoke of same-gender mentoring
relationships. Certainly, in female- female mentoring
relationships, the salient themes and issues are somewhat
different from those which proved to be most salient within
either male-female or male-male mentoring relationships.
Finally, this study was necessarily limited by the
exclusion of transcript material which emphasized the family
matrix and early life experience of the participants. This
material is a rich source of information in that it is
paradigmatic for many comtemporary relationships with
significant others, including mentors and proteges; in
addition, it is interesting in terms of how it informs the
acquisition of values which infuse mentoring relationships.
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The Application of Theory to Prarfirp
If we accept the fundamental concepts of object
relations theory and classical drive theory, we may regard
the mentoring relationship as a secondary opportunity for
the laying in place of essential prerequisites for adult
development and "going on being" (Winnicott, 1951) . Two
questions arise along this line: Is the mentoring
experience necessary for the transition from late
adolescence to early adulthood, and from early adulthood to
middle adulthood? Or, more to the point, does a mentoring
relationship become essential when certain deficits and
conflicts prevail from infancy and early childhood which
might otherwise impede development? I suggest the latter.
The mentoring experience, when needed, is an all too
rare opportunity. If it occurs, it occurs at a time when
there is a leap in the protege's capacity for self-
reflection. Winnicott (1951) thought of this as a
transition from nonintegrative "being" to integrative
"doing." To this progression, Grotstein (In Fromm & Smith,
1989) interposed a state of "becoming," which honors the
notion of transitional phenomena deriving from the
dialectical interplay inherent in personal development.
When the early developmental matrix has not been "good-
enough" in terms of laying down the essentials of
"becoming, " the mentoring experience, like the experience of
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psychoanalysis, provides the fertile and nutrient-rich arena
in which subjectivity may be elaborated. With this
elaboration, the individual achieves whole object status,
and the capacity for whole object relating and object use
(Fromm, 1981, 1995; Fromm & Smith, 1989; Winnicott, 1969).
Mentoring, along with analysis, marriage and parenting, may
be viewed as an opportunity for "self-righting" (Kagan, et
al
. ,
1978)
. in all of one's involvement of true and
dedicated relationship, one becomes more fully human and,
therefore, more capable of mentoring others.
The mentoring relationship must not be taken lightly.
Paradoxically, it may not be instrumentally created, and
most attempts to do so will fail. However, if those within
institutions of higher learning and business have both
tended to their personal development and have a deep
understanding of the importance of mentoring, they will be
likely to attract those in need of a mentoring experience.
Their task, then, will require self -revelation, full and
authentic response in the face of recognition by the other,
recognition of the other's potentiality, commitment to the
joint project, and finally the giving of a blessing.
Whereas psychoanalytic training requires one to
complete a course of personal analysis in order to practice,
and to engage in ongoing self-analysis, the institution of
analysis also encourages the analyst to periodically re-
enter analysis to foster further growth. There is no
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commensurate expectation or standard of performance for
academicians. Professors are not expected to be as self-
scrutinizing and diligent in maintaining a purity in their
professional endeavors. Those who stray furthest from the
mark with regard to mentoring contribute an "interfering
factor" (Gitelson, 1952) to the academic situation which the
student may then turn into a scenario of self -defeat.
If the mentor were committed to continued self-
reflection and development, this would have a potentially
enriching influence on the mentoring process. In keeping
with the parent-child metaphor, it should be regarded as the
potential mentor's responsibility to understand mentoring
from a psychological perspective, regardless of his or her
discipline. The tasks entailed in mentoring would be
enhanced for both mentor and protege if the potential mentor
has a psychological and developmental framework within which
to understand and guide the protege. The academic context
often contains parallels to early childhood development;
thus it offers an opportunity for the protege's development
in particular, and for the mentor's as well. Harkening back
to Winnicott's concept of object usage, we are reminded
that
:
As principle it is a structural category which gives
all beings, including oneself, the meaning:
'potentially other,' a being vulnerable to the
transformations genuine difference can bring. It is
this intersection of profound vulnerability and saving
indestructibility that brings the paradox of faith to a
new level. (Eigen, 1981a, p. 416)
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The task of mentoring reaches far beyond the manifest
task easily acknowledged in institutions of higher learning.
Those who are gifted with the capacity to mentor have
typically experienced earlier essential relationships,
including but not limited to prior mentoring relationships.
The essential other can be seen as a valuable corrective,
addressing the relational dialectic that both psychoanalysis
and the American culture, in general, downplay: The
capacity for interdependence.
By placing the individual's relationships with others
at the center of psychological development, it is clear that
the individual's development will be fostered by a variety
of essential others throughout the lifespan. The mentor is
one such other who plays a unique role during periods of
transition between stages of early adult and adult
development
.
As a secondary opportunity for self-righting, mentoring
involves a process of working- through . This occurs through
a variety of identif icatory stances tied to early parental
failures of one form or another. Included in this is the
opportunity for further resolution of the Oedipal situation.
Through the experience of good-enough mothering (Winnicott,
1960 ) , the aim is to allow for the development of
transference and to facilitate its resolution. Additional
aims include the exploration of conflict, the increased
capacity for self -ref lection, empathy, authenticity, and the
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coming of
increased integration and autonomy related to the "
age
.
"
The "coming of age" might be regarded as the capacity
for solitude, for mature relatedness, and for creative and
committed action. This allows for the supplementation and
integration of those essential elements of self
-development
predicated on the capacity for whole object relating and
object use.
Those who find themselves in mentoring relationships
will be transformed. Their immediate experience will be
made richer through the mending of internal object
relationships; their subjectivity and sense of self will be
embellished; and their capacity to contribute to the culture
and society through creative action will expand. Part of
this contribution may be made, in turn, through mentoring
others
.
All of this may seem unnecessary to delineate; however,
things are not always as they seem. Given that the average
graduate student is achievement oriented, able to delay
gratification, capable of rigorous and disciplined
scholarship, and so on, professors may assume that they are
dealing with intact adults requiring no further resolution
of complex psychological histories. This is often not the
case. The mentor must, therefore, meet the protege at the
level of individual need, not at some arbitrarily
established level. When there are snags in the student's
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progress on the manifest task, the mentor should assume that
there is difficulty in the tacit dimension of the
relationship. The mentor's job is thus to go beyond-
-to
"know beyond" the manifest task to address the difficulty in
the actual relationship, and to know that this difficulty is
rooted in the past. The basic psychological tenets outlined
in this study should help the dedicated mentor to contribute
to the student's completion of the work. We should recall
Freud's first view of the transference as an impediment to
the analysis, and how he came to recognize the transference
as the central and appropriate focus of analysis. The
mentor should be careful not to make the same mistake and
assume that the dynamics which seem to be impediments to the
manifest task ought simply to be eradicated; in some sense,
it is the overcoming of those impediments which constitutes
the psychological task, and this might be the truer and more
fruitful focus of the mentoring relationship.
Not only does the mentoring relationship occur in the
phenomenological here-and-now, but it also contains many of
the critical elements in the protege's relationships with
others. The mentor-protege relationship, then, may be
viewed as an in-vivo expression of what needs healing in the
protege's life. Like the therapeutic relationship, the
mentoring relationship contains great potential for change.
Rather than being viewed as a means of producing self-
knowledge in the protege, the mentoring relationship itself
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IS viewed as the focus of change. For instance, issues of
psychological differentiation, faulty internalizations, and
pathological splitting could be addressed through this
relationship. This would require the mentor's astute
management of latent factors, and when necessary, the
incorporation of metacommunication in the service of
increased self-awareness and conflict resolution. To the
extent that relationships form the foundation for the self,
one might say that the mentoring relationship functions as
one of the crucibles of the self during a transitional
period of development
.
With mentoring viewed as a mutual endeavor, the
doctoral dissertation may be regarded as the transitional
and thus transformational object for mentor and protege
alike. The work, as it has been broadly defined, culminates
in the protege's entry into the professional marketplace
through the dyad's development. The mentor who can fathom
and support both the manifest and latent developmental tasks
is the person who has grasped both theoretically and
pragmatically the concept of essential mentoring. Such a
person has an important calling; that is, to use the
relationship as a significant opportunity for the completion
of the self. Mentoring is most beneficial for those whose
pragmatic and psychological tasks are in conflict, and thus
it is here that essential mentoring most fulfills its
promise
.
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August 25, 1990
Dear Graduate Faculty Member,
My name is Gretchen Hendricks and I'm a Ph.D. student
in the Clinical Division of the Department of Psychology
here at the University of Massachusetts.
The following is an initial survery on mentoring which
will take approximately 5 minutes to fill out. It has been
sent to 25% of the graduate faculty and graduate students
(both randomly sampled) in the Arts and Humanities, the
Social and Behavioral Sciences, and Mathematics and the
Natural Sciences. It is intended as the first phase in a
three phase inquiry into the academic mentoring
relationship, from which I hope to derive a data set for my
Masters Thesis (and Dissertation) under the supervision of
Stuart Golann, Ph.D..
As mentoring is a common, often beneficial and
naturally occurring phenomenon in a university setting, it
is something that I find quite worthy of study. I believe
that a better understanding of the mentoring relationship
will enhance both the process and the outcome for the mentor
as well as the protege. If you choose ’to participate in
this study, a summary of the study will be mailed to you
when the results are in, providing that you complete the
second page of the survey. I expect to be finished by May,
1991.
Throughout the three phases of the study, and
thereafter, all individual responses will remain
CONFIDENTIAL. Your name will NEVER be associated with the
study itself, nor will any participants receive information
about the particular responses of others. Also,
participating in the first phase of the study does not
obligate you to participate in the second phase,- nor does
participating in the first and second phase obligate you to
participate in the third phase.
I realize that as a faculty member your time is limited
in terms of what you might want to give to student research.
I'm hoping, however, that you'll take an active interest in
this project, and find the time to respond to this initial
survey by September 30th.
Sincerely,
Gretchen J. Hendricks
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INITIAL SURVEY - FACULTY FORM
(PHASE I)
YOUR INDIVIDUAL RESPONSES WILL REMAIN CONFIDENTIAL
What is your gender? MALE FEMALE
What is your age?
How long have you been a graduate faculty member at
UMASS or elsewhere?
Department
:
Area of concentration:
When you were in graduate school, was there a person in
the same institution whom you regarded as a mentor?
YES NO
If you answered YES to #6, do you think this person
regarded you as his or her protege? YES NO
If you answered YES to #6 and #7, would you regard
this relationship, in retrospect, as an effective
one? YES NO
How many graduate students do you currently work
closely with; i.e., as Thesis or Dissertation Chair,
Committee Member, Academic Advisor, Luminary, Docent
Supervisor, etc.?
a
.
None
b. 1-2
c. 3-5
d. 6-10
e. More than 10
Do you think any of the students with whom you work
closely regard you as a mentor? YES
Have you given much thought to the subject of the
mentoring relationship? YE NO
12) Would you be willing to participate in Phase II of
this study, involving a more detailed survey of your
personal experiences with mentoring? YES
If you answered YES to #12, please complete this form
and you will soon receive a copy of the Personal Survey-
Phase II. Additionally, you will receive a summary of this
study when the results are in.
If you answered NO to #12, but wish to receive a
summary of the study when the results are in, please
complete this form and be sure to place a check here:
Name :
Campus Address:
Phone #
:
Please FOLD, STAPLE, AND DROP IN ANY CAMPUS MAILBOX
using the return address label provided.
THANK YOU FOR RESPONDING TO THIS SURVEY
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September 30, 1990
Dear Graduate Faculty Member,
My name is Gretchen Hendricks. As you will recall, you
responded to an initial survey on the mentoring
ionship
,
which I sent to you in August. I am now ready
to begin Phase II of the study, and according to my records,
you have graciously indicated an interest in continued
participation. This second phase consists of a more
personal survey than that of Phase I. It will take
approximately 25 minutes to fill out. A few of the
questions on the first page are identical to questions on
the Initial Survey. However, owing to the nature of this
study, it is necessary that I ask them again here; but I'd
like to apologize to you for the redundancy.
Again, all individual responses will remain
CONFIDENTIAL. Your name will NEVER be associated with the
study itself, nor will any participants receive information
about the particular responses of others.
Please return this Personal Survey to me by October
30th. I would like to encourage you to read and respond to
the questions in the order presented. 'Also, I would
appreciate it if you would return the survey even in the
event you elect not to complete it, or, you complete it only
partially
.
I'm quite pleased that you, along with many of your
colleagues, share enough of an interest in mentoring that
you have become a participant in my graduate research.
Thank you
!
Sincerely,
Gretchen J. Hendricks
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IN-DEPTH SURVEY - FACULTY FORM
(PHASE II)
YOUR INDIVIDUAL RESPONSES WILL REMAIN CONFIDENTIAL
1) What is your gender? MALE FEMALE
2) What is your age?
3) How long have you been a graduate faculty member at
UMASS or elsewhere?
4) Department:
5
Area of concentration:
6) When you were in graduate school, was there a person in
the same institution whom you regarded as a mentor?
YES NO
7) If you answered YES to #6, do you think this person
regarded you as his or her protege? YES NO
8) If you answered YES to #6 and #7, would you regard this
relationship, in retrospect, as an effective one?
YES NO
9) How many Ph.D. students do you currently work closely
with; i.e., as Thesis or Dissertation Chair, Committee
Member, Academic Advisor, Luminary, Supervisor, etc.?
a . None
b. 1-2
c. 3-5
d. 6-10
e. More than 10
10) For whom do you feel the greatest affinity among your
students in terms of the following? (Using pseudonyms,
choose one student for each aspect.)
a. Class participation:
b. Research interests:
c. Personal style:
d. Intellectual style:
e. Perceived lifestyle:
f. Appearance:
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11 ) Of the factors listed in #10, which factor do you value
most highly?
a
.
12) Which of your students do you spend the most time
thinking about? (Please use the same pseudonym as used
for that person if mentioned in #10.)
a
.
13) When you think of the terms "mentor" and "protege,"
which one of your current students most comes to mind?
(Please use the same pseudonym as used for that person
if mentioned in #10 or #12.)
a
.
14) What is this person's gender? MALE FEMALE
15) How old do you think he/she is?
16) How long have you worked with this person?
a
.
1 year or less
b. 2 years
c 3 years
d. 4 years
e More than 4 years
17) What is it that led you to work with this person?
a
.
b.
c
d.
is;
19
20 )
Please list four adjectives that describe this person:
a
.
b.
c
d.
Does he/she remind you of anyone?
a. Who?
b. Relationship to you?
YES NO
Would you characterize your relationship with the
student you mentioned in #13 as "effective"? YES NO
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21 ) How frequently do you talk with this person about
his/her work?
a. Very rarely if ever
b. Twice a month
c
. Once a week
d. Twice a week
e. Three or more times per week
22) What is the focus of his/her work?
a
.
23) How frequently do you talk with this person about your
own work?
a. Very rarely if ever
b. Twice a month
c . Once a week
d. Twice a week
e. Three or more times per week
24) How frequently do you talk with this person about
his/her personal issues?
a. Never
b. Occasionally
c. Frequently
25) How frequently do you talk with this person about your
own personal issues?
a. Never
b. Occasionally
c. Frequently
26) Do you think this person regards you as his/her mentor?
YES NO
27) Do you think this person has a realistic view of you?
YES NO
28) Please list four adjectives this person might use to
describe you:
a
.
b.
c
d.
29) What do you think a student looks for in a mentor?
a
.
b.
c
d.
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30 ) Please list four adjectives that describe an ideal
mentoring relationship:
a
.
b.
c
d.
31) Do you think this person has ever felt sexually or
romantically attracted to you? YES NO
32) At what stage in the relationship do you think those
feelings first occurred?
a. At the first meeting
b. After working together for a period of weeks
c. After working together for a period of months
d. After working together for a period of years
33) Do you think this person still has those feelings?
YES NO
34) Have you ever felt sexually or romatically attracted to
this person? YES NO
35) If you answered YES to #34, at what stage in the
relationship did you become aware of those feelings?
a. At the first meeting
b. After working together for a period of weeks
c. After working together for a period of months
d. After working together for a period of years
36) Do you still have those feelings? YES NO
37) Do you ever daydream or fantasize about this student?
YES NO
38)
If you answered YES to #37 how would you characterize
those daydreams/fantasies? (Please circle those that
apply
. )
a. Familial
b. Social
c. Sexual
d. Work related
39) Have you ever dreamt about this person?
40) Do you often remember your dreams?
YES NO
YES NO
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41 ) Do you think feelings of attraction between you and
this person affect your working relationship?
a. Yes
b. No
c . Perhaps
42)
If you answered YES to #41, do you think these feelings
impede or enhance your working relationship?
a . Impede
b . Enhance
43)
If problems were to arise in the relationship between
you and this person, do you think you could resolve
them in order to continue working effectively together?
YES NO
44)
Who would be most likely to take the initiative in
resolving the difficulty?
a . You
b. The other person
c. Both people
45)
Who in your family of origin took the initiative to
resolve the interpersonal difficulties?
a. Your mother
b. Your father
c. Your sister
d. Your brother
e. Yourself
f. Another relative
g. No one
46) In terms
a
.
b.
c
d.
of birth order, what position do you fill?
I am an only child
I am the oldest child
I am a middle child
I am the youngest child
47) Did you feel some reservation about responding to any
of the questions on this survey? YES
48) If you answered YES to #47, did this affect your1 Y
responses? 1 NO
Please write any comments you might have on the back of
this sheet.
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49) Would you be willing to participate in an hour longCONFIDENTIAL interview (constituting Phase III of this
study) about your experience with the mentoring
relationship? yes n
If you answered YES to #49, please complete the last
page and you will soon be contacted to set up a convenient
time for an interview.
If you answered NO to #49, you will, nonetheless,
receive a summary of the study when it is finished,
providing that you complete the address portion on the last
page.
Please FOLD, STAPLE, AND DROP IN ANY CAMPUS MAILBOX
using the return address label provided.
THANK YOU VERY MUCH FOR YOUR PARTICIPATION
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Name
:
Campus Address:
Phone #
:
Generally, when is the best time to interview you?
a. Early November
b. Late November
c. Early December
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August 25, 1990
Dear Graduate Student,
• 4-v,
My
^
ame 1
f
Gretchen Hendricks and I'm a Ph.D. studentin the Clinical Division of the Department of Psychologyhere at the University of Massachusetts.
•
~\ i
is an initial survey on mentoring which
will take approximately 5 minutes to fill out. It has been
sent to 25% of the graduate faculty and graduate students(both randomly sampled) in the Arts and Humanities, the
Social and Behavioral Sciences, and Mathematics and the
Natural Sciences. It is intended as the first phase in a
three phase inquiry into the academic mentoring
relationship
,
from which I hope to derive a data set for my
Masters Thesis (and Dissertation) under the supervision of
Stuart Golann, Ph.D.
.
As mentoring is a common, often beneficial and
naturally occurring phenomenon in a university setting, it
is something that I find quite worthy of study. I believe
that a better understanding of the mentoring relationship
will enhance both the process and the outcome for the mentor
as well as the protege. If you choose- to participate in
this study, a summary of the study will be mailed to you
when the results are in, providing that you complete the
second page of the survey. I expect to be finished by May,
1991
.
Throughout the three phases of the study, and
thereafter, all individual responses will remain
CONFIDENTIAL. Your name will NEVER be associated with the
study itself, nor will any participants receive information
about the particular responses of others. Also,
participating in the first phase of the study does not
obligate you to participate in the second phase; nor does
participating in the first and second phase obligate you to
participate in the third phase.
I realize that as a graduate student your time is
limited in terms of what you might be willing to give to
student research. I'm hoping, however, that you'll take an
active interest in this project, and find the time to
respond to this initial survey by September 30th.
Sincerely,
Gretchen J. Hendricks
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INITIAL SURVEY - STUDENT FORM
(PHASE I)
YOUR INDIVIDUAL RESPONSES WILL REMAIN CONFIDENTIAL
1) What is your gender? MALE FEMALE
2) What is your age?
3) Year in graduate program: 1 2 3 4 5 6 7
4) Department
:
5) Area of concentration:
6) Length of prior work experience in your field:
a. No prior experience
b. 1-2 years
c. 3-5 years
d. 6-10 years
e. More than 10 years
7) How many faculty members do you currently work closely
with; i.e., as Thesis or Dissertation Chair, Committee
Member, Academic Advisor, Luminary, Supervisor, etc.?
a
.
None
b. 1-2
c . 3-5
d. More than 5
8) Do you regard any of those faculty members as a mentor?
YES NO
9) Do you think any of the faculty with whom you work
closely regard you as a protege? YES NO
10) Have you given much thought to the subject of the
mentoring relationship? YES NO
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11}
!°Ui
d you be
f
willin9 to participate in Phase II of thisstudy, involving a more detailed survey of yourpersonal experiences with mentoring? YES NO
If you answered YES to # 11
,
please complete this form
and you will soon receive a copy of the Personal
Survey-Phase II. Additionally, you will receive a
summary of this study when the results are in.
If you answered NO to #11, but wish to receive a
summary of the study when the results are in, please
complete this form and be sure to place a check here:
Name
:
Campus Address:
Phone #
:
Please FOLD, STAPLE, AND DROP IN ANY CAMPUS MAILBOX
using the return address label provided.
THANK YOU FOR RESPONDING TO THIS SURVEY
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September 30, 1990
Dear Graduate Student,
r*“u
' ”
to begin PhIse
W
?i
C
of
I
rh
ent
^
Y°U in Au9^st . I am now ready
-
a FI
personal^survey
approximately 25 minutes to fill out. A few of the
the
S
Initiai
n
surve
firS
H
page are identical c° questions on
studv ^ L U VSy - owever ' owin3 to the nature of this
=£i necessary that I ask them again here,- but I'dlike to apologize to you for the redundancy.
Again, all individual responses will remainCONFIDENTIAL. Your name will NEVER be associated with the
,
ud
^ ^
self
' ?or Wl11 any participants receive informationabout the particular responses of others.
Please return this Personal Survey to me by October
3 0th. I would like to encourage you to read and respond tothe questions in the order presented.' Also, I would
appreciate it if you would return the survey even in the
event you elect not to complete it, or, you complete it only
partially
.
I'm quite pleased that you, along with many of your
colleagues, share enough of an interest in mentoring that
you have become a participant in my graduate research.
Thank you
!
Sincerely,
Gretchen J. Hendricks
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IN-DEPTH SURVEY - STUDENT FORM
(PHASE II)
YOUR INDIVIDUAL RESPONSES WILL REMAIN CONFIDENTIAL
1) What is your gender? MALE FEMALE
2) What is your age?
3) Year in graduate program: 1234567
4) Department:
5)
Area of concentration:
6) Length of prior work experience in your field:
a. No prior experience
b. 1-2 years
c. 3-5 years
d . More than 5 years
7) How many faculty members do you currently work closely
with; i.e., as Thesis or Dissertation Chair, Committee
Member, Academic Advisor, Luminary, Supervisor, etc.?
a . None
b. 1
c. 2
d. 3 or more
8) For whom do you feel the greatest affinity among your
faculty in terms of the following? (Using pseudonyms,
choose one faculty member for each aspect.)
a. Teaching style:
b. Research speciality:
c. Personal style:
d. Intellectual style:
e. Lifestyle:
f. Appearance:
9) Of the factors listed in #8, which factor do you value
most highly?
a
.
10) Which of your faculty do you spend the most time
thinking about? (Please use the same pseudonym as used
for that person if mentioned in #8.)
a
.
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11 ) W
£
eVOU think of the terms "mentor" and "proteqe "
Tpiease^s^the
1117 faculty members mos t comes to mind?
If Sntion^in " US8d f” that perSOn
a
.
12 )
13)
14)
15
16)
17)
18)
What is this person' s gender?
How old do you think he/she is?
How long have you worked with this
a
.
1 year or less
b 2 years
c 3 years
d. 4 years
e More than 4 years
What is it that led you to work wi
a
.
b.
c
d.
MALE FEMALE
Please list four adjectives that describe this person
a
b.
c
.
d.
Does he/she remind you of anyone?
a. Who?
b. Relationship to you?
YES NO
Would you characterize your relationship with the
faculty member you mentioned in #11 as "effective"?
YES NO
19) How frequently do you talk with this person about your
own work?
a. Very rarely if ever
b. Twice a month
c . Once a week
d. Twice a week
e. Three or more times per week
20) What is the focus of your work?
a
.
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21) f*ow frequently do you talk with this person abouthis/her work?
a. Very rarely if ever
b. Twice a month
c
. Once a week
d. Twice a week
e. Three or more times per week
22) How frequently do you talk with this person about your
own personal issues?
a . Never
b. Occasionally
c. Frequently
23) How frequently do you talk with this person about
his/her personal issues?
a. Never
b. Occasionally
c. Frequently
24) Do you think this person regards you as his/her
protege? YES NO
25) Do you think this person has a realistic view of you?
YES NO
26) Please list four adjectives this person might use to
describe you:
a
.
b.
c
d.
27) What do you think a faculty member looks for in a
protege?
a
.
b.
c
d.
28) Please list four adjectives that describe an ideal
mentoring relationship?
a
.
b.
c
d.
29) Do you think this person has ever felt sexually
or
romantically attracted to you? YEb
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30 )
31)
32)
I f yoU answered YES to #29, at what stage in therelationship do you think those feelings first
occurred?
a. At the first meeting
b. After working together for a period of weeks
c. After working together for a period of monthsd. After working together for a period of years
Do you think this person still has those feelings?
YES NO
Have you ever felt sexually or romantically attracted
to this person? YES NO
33)
If you answered YES to #32, at what stage in the
relationship did you become aware of those feelings?
a. At the first meeting
b. After working together for a period of weeks
c. After working together for a period of months
d. After working together for a period of years
34)
Do you still have those feelings? YES NO
35)
Do you ever daydream or fantasize about this faculty
member? YES NO
36) If you answered YES to #35, how would you characterize
those daydreams/fantasies? (Please circle those that
apply.
)
a. Familial
b. Social
c . Sexual
d. Work related
37) Have you ever dreamt about this person? YES NO
38) Do you often remember your dreams? YES NO
39) Do you think feelings of attraction between you and
this person affect your working relationship?
a . Yes
b . No
c . Perhaps
40) If you answered YES to #39, do you think these feelings
impede or enhance your working relationship?
a . Impede
b . Enhance
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41 )
42)
were to arise ^ the relationship betweenyou and this person, do you think you could resolvethem in order to continue working effectively together?
YES NO
Who would be most likely to take the initiative to
resolve the difficulty?
a . You
b. This person
c. Both people
43) Who in your family of origin took the initiative to
resolve the interpersonal difficulties?
a. Your mother
b. Your father
c. Your sister
d. Your brother
e. Yourself
f. Another relative
g . No one
44) In terms of birth order, what position do you fill?
a. I am an only child
b. I am the oldest child
c. I am a middle child
d. I am the youngest child
45) Did you feel some reservation about responding to any
of the questions on this survey? YES NO
46) If you answered YES to #45, did this affect your
responses? YES NO
Please write any comments you might have on the back of
this sheet.
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47 )
confident™? ” H ? to participate in an hour longCONFiDENTiAL interview (constituting Phase III o£ thisstudy) about your experience with the mentoring
relationship? \ES NQ
If you answered YES to #47, please complete the lastpage and you will soon be contacted to set up a convenienttime for an interview.
If you answered NO to #47, you will, nonetheless,
receive a summary of the study when it is finished,
providing that you complete the address portion on the last
page.
Please FOLD, STAPLE, AND DROP IN ANY CAMPUS MAILBOX
using the return address label provided.
THANK YOU VERY MUCH FOR YOUR PARTICIPATION
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Name
:
Campus Address:
Phone #
:
Generally, when is the best time to interview you?
a. Early November
b. Late November
c . Early December
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